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PREFACE
Cerise Oberman and Dennis Kimmage
The major purpose behind the Russian-American Seminar on Critical
Thinking, held in Moscow in June 1992, was to bring an accomplished
group of Russian and American librarians together to provide an East-
West perspective on the issue of critical thinking. The Gorbachev era
and glasnost created the atmosphere for the type of genuine contact
and exchange of ideas that had not been possible between Russian and
American librarians for over sixty years. Moreover, the rise of indepen-
dent library associations in the former Soviet Union made it possible for
Russian and American librarians to take the initiative themselves to or-
ganize a scholarly meeting (see Kimmage and Oberman 1993, 257, 259).
For our Russian colleagues, inured to decades of communist party con-
trol over every aspect of librarianship, this independent initiative was of
historic significance. A recent article in a Russian library journal indi-
cated that "the main difference between this seminar and those con-
ducted in the past is that it was the first one not organized by the Minis-
try of Culture or some other governmental institution, but by the profes-
sional library community" (Zverevich 1992, 190). One Russian seminar
speaker also reminded us that, until recently, the circumstances of So-
viet librarianship made the very topic of critical thinking taboo. Thus,
while the seminar was meant to create an international focus on librar-
ies and critical thinking, it additionally became a shared experience in a
nation's struggle for freedom of thought and a profession's desire for
independence and renewal.
The seminar took place at the Russian State Youth Library, June 1-5,
1992. Planning and organizational initiatives on the American side were
undertaken by Cerise Oberman and Dennis Kimmage of Feinberg Li-
brary, State University of New York, Plattsburgh. The Faxon Corpora-
tion provided funding for the American delegation to attend. The Rus-
sian organizers of the event were Irina Bakhmutskaia, director of the
Russian State Youth Library; Raissa Panova and Margarita Samokhina,
who organized the professional program; Tat'iana Korobkina, president
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of the Moscow Library Association; Galina Zakamskaia, executive direc-
tor of the Russian Library Foundation; I.I. Alekseenko, deputy prefect;
and M. S. Butkovkaia, director, Central Library System of the Western
Administrative District of Moscow. Both English and Russian were used
as the working languages of the seminar. Papers were presented in the
language of the speaker, written translations were also provided at the
same time, and an interpreter was present to translate the discussion
and comments which followed. Some of the discussions were taped and
where we have had access to those materials, they have been reproduced
after the presentation. The language barrier was felt more keenly dur-
ing the periods of relaxation and socializing since only a few individuals
in both groups could communicate without an interpreter. Neverthe-
less, the intellectual atmosphere, deep interest, and pervasive goodwill
created a professional and human closeness that transcended the lan-
guage problems. 1
The seminar was attended by about seventy people and included librar-
ians, instructors from library schools, other institutions of higher learn-
ing, and secondary schools, graduate students, students, and
representatives of the press. The three-day-long sessions consisted of eigh-
teen presentations-eight by the Americans and ten by the Russian par-
ticipants. In addition, our Russian hosts arranged visits to the Russian
State Library (formerly the Lenin Library), the Russian State Historical
Library, the libraries of Moscow State University, the Russian State
Children's Library, and the Central and Children's libraries of the
Western Moscow region.
The seminar itself consisted of two major groupings of papers. The first
focused on critical thinking in the broad context of learning theories,
curricular reform, and the social and cultural role of the library. The
second had a more narrow and practical focus, with special attention to
critical thinking and its relationship to bibliographic instruction (BI)
and library education. One of the most fascinating parts of the seminar
was how it highlighted the different Russian and American approaches
to the concept of critical thinking. The American librarians, for example,
invariably related critical thinking to bibliographic instruction. Although
the Russian librarians had a great interest in how critical thinking and
BI have been integrated in American practice, they usually discussed
critical thinking in a much broader social context that emphasized per-
sonality development and creation of a worldview. The Russians also as-
sociated critical thinking with a love of freedom, free thinking, and op-
position to totalitarianism. The lack of widespread bibliographic instruc-
tion programs, many years of oppression, and newly won freedom made
a different frame of reference inevitable. For the Russians, critical think-
ing was inseparable from a redefinition of the library's role as a social
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institution, particularly in view of Soviet totalitarianism and its use of
librarianship to promote thought control.
The first of these two themes was introduced in the welcoming address
delivered at the State Youth Library by Irina Bakhmutskaia and Zoia
Iankova. In their talk, they stressed the importance of creating the con-
ditions for young people to think "freely and independently." As they
pointed out, the new democratic climate in Russia made the develop-
ment of critical thinking a high priority, along with an emphasis on per-
sonal development and social adjustment. They also outlined the vari-
ous programs and initiatives that have emerged from a reassessment of
what the library should do to promote critical thinking.
The second theme, the collaboration between librarianship and Soviet
totalitarianism, was alluded to in several of the Russian presentations,
but it was confronted directly by Arkadii Sokolov of the St. Petersburg
Institute of Culture. His paper aroused the greatest controversy, even
indignation, because it challenged the Russian library profession to think
critically about itself and to change the unflattering image inherited from
its totalitarian past. The seminar, in his view, was compelling since it
took place at a moment of introspection for Russians, a time of sorting
through the national past with repentance and also in the hope of find-
ing sources of renewal. Sokolov's paper evoked such controversy at the
seminar that it engendered an additional response by Boris Volodin,
written and submitted to us after the seminar for inclusion in this
collection.
Despite our different understanding of, and approaches to, critical think-
ing, the seminar made both Russians and Americans recognize the demo-
cratic spirit that is so integral to it. Out of this awareness came a new
basis for friendship and shared professional commitments. Many
prerevolutionary Russian librarians had a special appreciation and ad-
miration for American librarianship and the democratic values it repre-
sents. Their attitudes were able to survive only the earliest years of Soviet
rule and then vanished or were vilified for sixty years. In 1904, Nikolai
Rubakin, one of the most revered library figures of prerevolutionary
Russia, wrote that "librarianship is based on broad and conscientious
service to the development of critically thinking and mindfully active,
intelligent readers" (Grigor'ev 1973, 12). Rubakin represents a demo-
cratic tradition in Russian librarianship that is now being recovered and
put into practice, as many of the papers in this seminar demonstrate. In
recovering this tradition and giving it new life, Russian librarianship is
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embarking on a truly collaborative path with its Western counterparts
that promises different and challenging perspectives on contemporary
issues. This seminar represents a small but exciting step in that direc-
tion, and we hope its papers provide ideas and perceptions about criti-
cal thinking and libraries not previously considered.
A special thanks needs to be given to Linda Bruno for her diligent work
in typing and compiling these papers.
Cerise Oberman
Dennis Kimmage
NOTE
Cerise Oberman edited the American papers for this collection and Dennis Kimmage
edited English translations of the Russian papers; he also translated Boris Volodin's
paper on totalitarianism and the discussion notes that appear after many of the pre-
sentations.
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INTRODUCTORY REMARKS
Raissa Panova
It is an honor to welcome the participants in the Russian-American con-
ference, "Critical Thinking and the Library"; a welcome I extend with
especial warmth to our American colleagues whose idea it was that
brought us together here.
This conference is taking place in a very interesting, not to say dramatic,
time for my country. Extraordinarily complex processes are deeply chang-
ing the political, economic, and social fabric of Russia. Our whole way of
life and the mentality of the entire people are in a state of flux. It is not
my purpose to analyze these changes, but I would like, nevertheless, to
point out certain features of this new age that one way or another affect
our work together. Over the past seven years, our society has become
more dynamic, more enterprising, and more receptive to new ideas. New
fields of public activity have been opened, and new structures of politi-
cal, economic, and social life have sprung up-parties and associations,
to name just two. Serious efforts are also being made to transform our
educational system into a more democratic institution.
The greater freedom we now have of establishing contacts with citizens
of other countries and, as we see here today, other continents is also
having a certain effect on the development of our society. Libraries have
not stayed on the sidelines during all of these changes. The most impor-
tant change has been in the library's frame of reference. In our country,
libraries have always been hostages of the state system. What, more than
anything, set the Soviet library system apart was its activity in the service
of the existing political system, which was completely controlled by the
Communist Party. This is the origin of many of our library system's de-
fects: politicized collections and propaganda, overly centralized admin-
istration, and a host of others about which my colleagues will have some-
thing to say.
Raissa Panova
Today, libraries are becoming more responsive to the demands of the
society in which they operate. In characterizing the nature of these
changes, I would like to mention some observations made by James
Billington at a meeting of the International Library Association which
took place in Moscow last summer. He said something to the effect that
an open library reflects an open society. The library is, by its nature, a
democratic institution and the basis for a free society. He added that
libraries have always been guarantors of diversity. These notions, although
not in his exact words, exactly define our goals.
It should be said that society is not indifferent to our problems. At no
time in our history has so much been written and said about libraries
than during perestroika. From the podium of the Congress of People's
Deputies, at the Supreme Soviet, and in reports in the press and on tele-
vision, talk has been of libraries. A law on culture, the first in the history
of Russia, has been debated in the Supreme Soviet and was passed on
the first reading. A draft law to provide legal protection in the Russian
Federation is now being drawn up by a committee of experts consisting
of people's deputies and professional librarians. Legislation is also be-
ing prepared to create the first Russian National Library, to be based on
the collections of the Russian State Library (the former Lenin Library)
and Saint Petersburg's Saltykov-Schedrin Library.
Also undertaken in these years has been the decentralization of the ad-
ministration of library affairs. Libraries have been given the right to re-
solve their professional, state, and financial problems on their own. Re-
cent changes have also brought with them the right to form private pro-
fessional organizations. A Union of Library Associations has been formed
in Russia. The Moscow Library Association has already begun its work.
It was the association that organized today's conference.
Also changing is library ideology, and here is the root of the matter.
Librarians are coming to the realization that libraries exist for people to
use them. The topic proposed by our American colleagues for this con-
ference could not have been more apt or timely, and I marvel at their
professional wisdom, and I am grateful for it.
Preparations for this conference gave my colleagues-librarians, peda-
gogues, and scholars-the opportunity to re-examine and make a criti-
cal evaluation of our country's collected stock of experience in library
services. During this conference, you will hear diverse points of view on
this experience ranging from the radical, which completely denies the
value of this experience, to the moderate, which holds that it is not nec-
essary to reject our accumulated experience without reason since there
is much that is positive in it, that is, much that could be of use in stimu-
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lating critical thinking. These differences of opinion, a result of our be-
ing the children of our time, should make for a lively discussion.
Many of the papers contain the thought, with which I am in complete
agreement, that the process of developing critical thinking is in large
part a question of world view, one which demands theoretical interpre-
tation. At the same time, I very much hope that we will not limit our-
selves to the theoretical aspects of this question but will consider how
these theoretical constructions may be put into practice. And, in this
area, I am very hopeful that we will benefit by the extensive experience
of our American colleagues who, unlike us, have been working on these
problems for more than one year.
I would now like to introduce to you the participants in this conference.
These participants include librarians, researchers, and sociologists of
Russia's most important libraries-the Russian State Library, the Rus-
sian National Library, the Russian State Youth Library, the Moscow State
University Library, the State Historical Library, and the Central Library
System of Moscow's Western Administrative District. Special mention must
be made of the active participation of professors and pedagogues from
the Moscow and Saint Petersburg Institutes of Culture.
Yesterday you were introduced to the organizers of the seminar; today I
will introduce Margarita Samokhina, coordinator of the working com-
mittee, and chief librarian and director of the group of sociologists at
the Russian State Youth Library. Speaking for the Russian side today will
be teachers from the Moscow and Saint Petersburg Institutes of Culture
and researchers from the Russian State Library.
I would like, in conclusion, to wish success to our conference and every-
one present.

INTRODUCTORY REMARKS
Dennis Kimmage
It is a great pleasure to be in Russia and, particularly, in Moscow which I
have come to know and like more with each visit. My interest in things
Russian was stimulated by my background, by growing up in a Russian-
American community not far from New York that was settled almost one
hundred years ago. It was also stimulated by my grandfather, who fol-
lowed events in this part of the world during the first half of the 20th
century with a passion that I must have inherited. My interest in
librarianship was a later development, and it is only recently that I have
been able to bring these two interests together. For that reason, this
seminar has a special meaning for me and I thank everyone in the Mos-
cow Library Association and in our delegation who made it possible. In
addition, acknowledgment is due to the Faxon Corporation for provid-
ing the means to come here and helping us overcome barriers to speedy
communications. It is important that our two worlds reach out to each
other and come together more often. Although I plan to highlight some
of the objectives of this meeting in these introductory remarks, clearly
its main purpose is to exchange ideas, create personal ties, and explore
new possibilities for our professional interaction.
History has treated our two peoples very differently, and there is much
to be learned from these differences and how they affected the develop-
ment of librarianship in our countries. Although our two library systems
offer some sharp contrasts in the material and technical sense, there
may be much that we can share spiritually, both in terms of our values as
librarians as well as our historical experience with librarianship. The
issue of critical thinking and librarianship is, in my opinion, not only a
way for this seminar to discuss a contemporary pedagogical issue from
an international perspective but an opportunity to delve into the soul of
librarianship, its essence, and discover common sources of inspiration
for our profession.
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In the United States, there has long been an awareness that bibliographic
instruction should promote critical thinking because of its importance
as one of the goals of liberal education. This relationship among biblio-
graphic instruction, critical thinking, and liberal education has been
traced to the writings of the 19th century American philosopher, Ralph
Waldo Emerson. His advocacy of a Professor of Books at American col-
leges, for example, and the high priority he placed on "the student's
individuality and independence of thought" (Tucker 1984, 16) helped
shape the future direction of the American bibliographic instruction
movement. By the turn of the century, the blending of Emerson's ideas
with the liberal arts concept of the educated person led a number of
librarians to offer bibliographic training to help students "develop a dis-
criminating attitude toward books...to intelligently compare and to make
critical judgments about available alternatives" (Tucker 1984, 18).
The goal of critical thinking was, however, much easier to state than to
fulfill. Moreover, assumptions were made in the past and generally ac-
cepted that the ability to think critically and creatively developed natu-
rally as part of the educational process. Today, in societies that produce
and depend on information in order to function and progress, in which
the ability to use information for analysis, problem solving, and decision
making has become critically important, these assumptions have been
challenged. Awareness has spread that students are not acquiring strong
powers of thought automatically, that they must be taught how to think
critically, and that educational methods must change in order for this to
happen. Educational reforms designed to encourage critical thinking
have given a new impetus to rethink bibliographic instruction programs
in the United States and redefine the role of the library and librarian in
a newly evolving educational process. The nature of these changes and
how librarians can participate in making critical thinking a part of each
student's experience are some of the issues this seminar can address and
clarify.
An important aspect of critical thinking is intimately related to our un-
derstanding of the information age and human nature. While we tend
to think of the information age most often in positive terms, it also has a
dark side. In his recent book titled The Flight from Truth: the Reign of Deceit
in the Age ofInformation, Jean Francois Revel (1991) asks whether having
more knowledge and information than in earlier times along with broad
and swift access to it globally "has enabled humanity to guide itself more
judiciously than in the past" (1991, 4). Knowledge has clearly increased,
he argues, but does this knowledge truly guide our everyday actions?
INTRODUCTORY REMARKS 11
Revel does not believe that it does, pointing to the many horrors of the
20th century as his proof.
His pessimistic view is rooted in the perception that people are less in-
terested in the truth than in promoting and imposing their particular
understanding of reality, their ideology, the system of explanations that
gives them an illusion of total comprehension. The illusion is attractive
and precious because its intellectual structures, regardless of how they
might be contradicted by concrete phenomena, provide mental calm
and satisfaction: "The fact is that we do not use our minds to seek out the
truth or to establish particular facts with absolute certainty. Above all
and in the great majority-if not totality-of cases, we use our intellec-
tual faculties to protect convictions, interests, and interpretations that
are especially dear to us" (Revel 1991, xiii). This psychological flaw of
human nature predisposes us to falsity and, at times, leads us to prefer it
to the knowledge and truth readily available to us. In its more sinister
forms, this flaw can transform information from a servant into a tyrant,
generating taboos on certain knowledge, misinformation, and
disinformation, often with tragic consequences for individuals and even
whole societies.
Revel's thesis is that, in this age of abundant and widespread informa-
tion, the enemy is no longer ignorance but falsehood. The major foe,
moreover, is not external to us but within each of us. If he is right, then
the role of critical thinking as an ethical framework in our search for the
truth has never been more important. It is clearly needed to counterbal-
ance the intellectual weakness that, to paraphrase a thought from Evgenil
Ivanovich Zamiatin's We (1924), leads humanity to prefer the straight line
to the wild curve as it imposes its dreams on reality. Since libraries are
the primary institutions supporting the search for the truth, they have a
special obligation to uphold critical thinking as one of the most impor-
tant values of our tragic age and to find ways of instilling it in their read-
ers. The next few days should give us an opportunity to share our thoughts
on this vital issue and explore the nature of our professional commit-
ment to it.
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THE YOUNG ADULT AND THE LIBRARY
Irina Bakhmutskaia and Zoia lankova
This discussion uses material drawn from the seminal sociological and
psychosocial study, "The Young Reader in the 1990s," which was based
on data gathered from a representational sampling in various regions of
Russia (the study was carried out in 1991-1992 by the Russian State Youth
Library, the Moscow Institute of Culture, and the Reading Institute). As
the research progressed, the authors of the study realized that they would
have to rethink their methodological approach to examining young adults
as a social group. As we know, sociological studies of young adults have
hitherto been carried out within the framework of socialist theory, which
viewed young people as passive objects of upbringing and adaptation to
the norms of the preceding generation. A more suitable paradigm, in
the opinion of the study's authors, is one in which contemporary youth
are viewed as independent agents of social activity and social renewal
("Molodezh' v Sovremennom Mire" 1990, 14). Such a paradigm requires
a reassessment of the activity and role of parents and educators. In par-
ticular, upbringing is to be judged by the extent to which it creates the
conditions for young people to think freely and independently and to
function in new nontraditional settings. Reassessment must also be made
of the role of librarians and libraries in that they are now called upon to
provide conditions for the development of well-adjusted creative indi-
viduals.
Having looked at the issue in this new light, the researchers were con-
fronted with the question: Are young people and their libraries prepared
to function in these new circumstances? In responding to this question,
we turn again to material from the study "The Young Reader in the 1990s."
The study includes the results of research into what young people want
from youth libraries and their attitudes toward libraries. It also includes
material on the way librarians view their work and an analysis of the
structure and function of youth libraries as social institutions. For the
purposes of this study, 2,000 respondents and experts were questioned,
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and a large number of official documents were analyzed. An initial analysis
of the material collected showed that, on the whole, young people were
library oriented and had begun to read more seriously. At the same
time, distinct subgroups had begun to emerge based on reading inter-
ests, the number of books read, attitude toward nonbook sources of in-
formation, and toward libraries in general. Some young people began
to read more and with more care; another group read fewer books and
with less attention, but, most importantly, there appeared a group of
young people who did not read at all. More than 39% of the first group
named reading as their favorite activity. In the opinion of 59% of this
group, a good book was one that "forces you to think analytically," 51%
defined a good book as one that "satisfies one's curiosity and enriches
one's knowledge," and 41.5% responded that a good book should "pro-
vide emotional and aesthetic pleasure." For many of these respondents,
their fondness for books was equal to their fondness for nonbook (or
mass media) sources of information. Approximately 40% of the respon-
dents who are active readers indicated that they attached great impor-
tance to, and were very interested in, mass media. As these young adults
search to form their world outlook and self-image, they look not just for
a favorite author or book, but also for a favorite musical style and per-
former. Thus, although the spread of mass media has led to less time
being devoted to reading, it has nevertheless stimulated the active reader
to seek out different kinds of information, making for a more well-
rounded person. This group of readers is also characterized by an active
social life and frequently participates in library clubs and activities. For
the other groups of respondents, the mass media have greatly reduced
their interest in books (which, undoubtedly, has had a negative impact
on their general cultural level and made libraries confront the task of
developing marketing programs).
Especially interesting, too, are the attitudes of these various groups of
young people toward the library, its structure and functions, and the
nature of their contact with library employees. Almost 60% of those in-
terviewed responded that their most trusted authority in choosing books
was the librarian, followed by friends and family. In their choice of mass
media, however, they preferred to rely on their friends. At the same time,
not more than 20% of the first group sought consultations with librar-
ians, while, as a rule, young people of the second group do not seek the
advice of librarians at all. Thus the relationship between young people
and library employees needs to be re-evaluated.
The majority of active readers complained that many of their inquiries
were not handled satisfactorily, that the collections of many youth librar-
ies did not contain (or contain too few copies of) relevant materials,
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including classic literary works. Occasional readers did not, as a rule,
voice complaints. Many of the respondents who use the library frequently
also expressed dissatisfaction with other library services. As a result, re-
spondents were asked to list the services they would like to see offered in
youth libraries. Their responses, listed hierarchically according to fre-
quency of mention, were as follows: photocopying, computerized data-
base searching, expanded reference services, foreign language study,
computer literacy training, information consultation services for new
areas of learning, classes to improve reading effectiveness and note-tak-
ing, sociopsychological counseling services, confidential phone hotlines,
amateur associations and clubs, round tables on the problems of con-
temporary youth, various kinds of social events, and extensive informa-
tion services. Some 40% of the respondents limited themselves to sug-
gesting only one or two services or none at all. On the whole, the forego-
ing list leads to the conclusion that young people today see libraries as
centers for information, supplementary education, and broad-based in-
terpersonal social contact.
On the basis of a questionnaire sent to various groups of young people
and experts, including directors, specialists, and youth library research
workers, as well as instructors of Russian culture, the Russian State Youth
Library has undertaken to improve the model concept of the youth li-
brary as a center of intellectual culture and interpersonal social contact
with a complex structure and a large number of new functions.
Leaving aside the circulation department and reading rooms, which
should be treated separately, the basic departments of our library in-
clude the following:
1. The Scientific Research Department (sociology, psychology, and marketing).
This department studies the needs and interests of young people
and the psychosocial characteristics of different age groups. The basic
purpose of this department is to determine new, effective forms of
interaction between library employees and users, to introduce mar-
keting concepts into the library's activity, and to make recommenda-
tions on how to stimulate interest in reading. The sociologist, the
psychologist, and the pedagogue are becoming important figures in
planning library development, determining areas of high priority in
its work, and defining ways to transform libraries into centers of cul-
ture and interpersonal social contact.
2. The Information Department. This department collects data and
provides reports on youth issues in Russia and elsewhere and is a
source of such information for the youth library's users. It is this
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department's job to formulate a model information service and to
provide consulting services.
3. The Department of Scientific Methodology. This department develops
methodological resources and provides consulting services in prior-
ity areas of socioeconomic and cultural development (political cul-
ture, interethnic relations, career counseling, economics, moral de-
velopment, ecology, etc.).
These departments seek new ways of presenting books and nonbook
sources of information. In particular, they have formulated the regula-
tions governing the activity of specialized consultation bureaus and cen-
ters that work individually with young people in response to their rap-
idly changing needs. Those working in the bureau of political culture,
for example, draw up a list of books on contemporary politics, philoso-
phy, and economics and select literature on issues relating to democ-
racy, the free market, employment, public relations, and so on that stir
the interest of young people. In this manner, the library gradually be-
gins to fulfill its role as a reference and information center providing
services for the individual needs of young people and even acts as a kind
of labor market, inasmuch as it has information on such new professions
in our country as social work, social pedagogy, etc. Special interest clubs
and creative groups work within the framework of these departments,
making wide use of participatory activities such as role playing, informa-
tion briefings, and round table discussions.
4. The Scientific Organizational Department. This department provides the
network of youth libraries in Russia with new theoretical, method-
ological, and consultative information; organizing seminars; round
tables; and professional development courses for library staff. This
department has a library science section that compiles bibliographies
and other reference materials whose importance cannot be overesti-
mated.
5. The Department of Foreign Literature. This department was formed in
light of the very real need young people have to study foreign lan-
guages and to learn about other cultures. Its collection includes books
and periodicals in seventy-three foreign languages. This section lends
out textbooks, dictionaries, and audiolingual materials in every Eu-
ropean language and also in Japanese, Chinese, and other languages,
as well as literature published in every part of the world.
6. The Fine Arts Department. This department, with its unique holdings
of literature, sheet music, icon-painting, art and stamp-collecting
books, etc., is the pride of our library. The audiovisual section alone
has more than 750,000 recordings and videotaped films. The Fine
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Arts Department contains collections of rare old books, religious
literature, miniature editions, and book plates dedicated to the mas-
terpieces of world culture. Small group-encounter sessions have been
organized in the video screening room. These include a poetry club
and a number of other special interest clubs ranging from family
relations, folklore, and ethnic heritage to classical literature. New
clubs are constantly being formed in response to young people's
changing interests. The library also puts on youth festivals and lit-
erature salons. Special interest clubs enjoy great popularity, allow-
ing young people to gain in aesthetic appreciation, to learn about
eternal truths, to grasp universal values, and to grow into adulthood.
These clubs have been very successful in introducing young people
to new books and in acquainting them with the creative process
through books and nonbook information sources.
At the end of the year, a center for youth discussion of national intellec-
tual, spiritual, and religious issues-named Rus-was opened in a branch
library (in the former Nosov estate, designated an architectural monu-
ment of the early 20th century). This center will be the location of a
literary cafe (called the Green Lantern), a musical salon, a room for
interethnic relations, a video screening room, a hall for Russian history
buffs, an information bureau, an office for bibliotherapy and psycho-
logical counseling, a computer literacy center, a club on interpersonal
relations (which will employ role-playing activities), and an amateur the-
ater. Future projects at the center include a reading school and training
in psychotherapy.
The library has recently obtained photocopy machines and computers.
Classes have been instituted to familiarize the library staff with comput-
ers. Computer courses for young people are also planned.
Thus, the Youth Library is being transformed into a center of culture in
the broadest meaning of the word, into a social institute that studies the
needs of young people, guarantees their freedom of access to all kinds
of information, responds to their rapidly changing cultural demands,
and creates the conditions for interpersonal relations and balanced per-
sonal growth. A stable pattern of increasing numbers of users testifies to
the fact that this new type of library is responding to the genuine needs
of young people today.
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LIBRARY INSTRUCTION IN THE
INFORMATION AGE
Constance A. Mellon
This is an exciting time to be a librarian. We are just beginning an era
defined by the very essence of librarianship-access to information. The
variety of formats in which this information can be found is expanding
daily. An information society like this one is characterized by constant
change. And, because of this constant change, people have a lifelong
need for access to current information. However, with such a vast amount
of information available, people are becoming dependent upon others
to summarize information for them. Doctors, lawyers, newscasters, poli-
ticians-these, and many more so-called experts, are making decisions
about what people "ought to know." Those who lack the ability to seek
out information on their own must depend upon others for the infor-
mation they need to lead their lives (American Library Association 1989).
In the field of librarianship, one of the basic tenets is that all people
should have access to the information they need to make informed deci-
sions-decisions that may concern their own personal growth, develop-
ment, and advancement, or decisions that may relate to the social, politi-
cal, and economic environment of the country in which they live. Be-
cause of this belief, a new concept is gaining increased support among
librarians-the concept of information literacy (American Library Asso-
ciation 1989).
An information literate person has been defined as one who can recog-
nize when information is needed and who can locate, understand, evalu-
ate, communicate, and use the information. Each of the tasks that com-
prise information literacy depends upon the ability to think critically;
therefore, instruction librarians are turning their attention toward the
learning theories that attempt to define and explain critical thinking.
This interest in critical thinking reflects the changes in education being
explored by both our countries. I read with interest an interview with
Edward Dneprov that discusses the philosophy behind school reform in
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Russia. This philosophy rests on two principles: democratization and
humanization. The purpose behind these two principles is to educate
individuals who have the ability to make choices about their own lives
and who have the capacity to work collaboratively on choices that affect
others. This summarizes beautifully the philosophy that many American
educators, myself included, have long held (Rust 1992, 375-77).
The term critical thinking is often used to describe the ultimate goal of
education: to prepare students to be critical thinkers. Educators agree
that the ability to think critically is desirable, even necessary, in the gradu-
ates of tomorrow. We use the term critical thinking freely and frequently.
And, when we use it, we have a vague-almost subconscious-sense of
what it means. If asked, we might say that people who think critically are
able to analyze new information and ideas, to evaluate their accuracy
and worth, and to integrate them into their existing knowledge. We would
probably agree that critical thinkers can apply what they know to the
wide variety of problems and situations that they encounter during their
lives. But, when we begin to explore critical thinking, to break it down
into its component parts, we find a complex and elusive concept that
combines research and theories from a wide array of fields. Just when
you think you have all the strands in your hand, a thread of thought
from a field you had not considered adds a new dimension to your un-
derstanding.
Since the concept of critical thinking forms the basis of this seminar,
and since perspectives on critical thinking are many and varied, it seemed
worthwhile to select certain facets of critical thinking and to spend some
time clarifying these facets. The areas of critical thinking that I have
chosen to discuss are the basic skills and processes underlying critical
thinking, metacognition, selected research findings, and the relation-
ship between critical thinking and cognitive styles.
For a discussion of critical thinking to be meaningful, it must begin with
some understanding of, and agreement upon, the basic skills and pro-
cesses that underlie critical thinking. Furthermore, it is important to
recognize that there is a developmental sequence by which thinking skills
and processes evolve. More complex thinking skills, like analysis and
synthesis, build upon earlier skills, and these, in turn, create the capacity
for thinking processes like decision making and problem solving. Ac-
knowledging the developmental nature of thinking skills adds an impor-
tant dimension to any consideration of critical thinking. It emphasizes
the need for a partnership among all educators, from the earliest pri-
mary teachers to those who instruct on a university level. Each plays an
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important role in helping students to develop the thinking structures
that underlie critical thinking.
Piaget's theory of cognitive development is a good place to begin our
discussion of thinking skills, suggesting, as it does, that individuals con-
struct meaning from information throughout their lives. According to
Piaget, children develop progressively more sophisticated ways of think-
ing by assimilating new knowledge into their understanding of the world
or, when necessary, by changing their world view to accommodate new
knowledge. In this way, children move from being concrete reasoners to
being able to apply thinking skills to hypothetical situations.
While Piaget claimed that, by the age of fifteen, most children were able
to reason abstractly, more recent studies suggest new facts that are im-
portant to our discussion. First, some adults may never learn to reason
abstractly, remaining concrete reasoners throughout their lives. Second,
the ability to reason abstractly does not transfer from one situation or
field of study to another. In other words, simply because individuals are
able to reason abstractly does not mean they will do so in every situation.
Third, many adults who are able to reason abstractly will, when con-
fronted with a new situation, revert to concrete reasoning. Fourth, most
students enter universities as concrete reasoners. These findings empha-
size the fact that instruction librarians in higher education cannot as-
sume that all, or even most, of the students they teach possess and use
the thinking skills upon which the ability to think critically depends.
Next, let us consider the structure of thinking. Although researchers
provide us with a variety of ways to look at this structure, most identify at
least nine thinking skills. These skills, in the order of their development,
are observing, recalling, comparing and contrasting, grouping, order-
ing, classifying, inferring, concluding, and anticipating. As these skills
develop, people are able to process information in increasingly more
sophisticated ways. For example, once people are able to observe, re-
call, compare and contrast, and group information, they can use these
thinking skills to form concepts. Forming concepts is the earliest of the
six thinking processes that have been identified. There are four basic
thinking processes commonly mentioned: forming concepts, conduct-
ing inquiry, making decisions, and solving problems. These processes
are themselves sequential. At least four thinking skills must be in place
before people can form concepts. All nine must be in place before people
can conduct inquiry and make decisions. And, in turn, people must be
able to conduct inquiry and make decisions in order to solve problems.
A number of researchers include two further thinking processes: under-
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standing what is read and composing a piece of writing. These two think-
ing processes increase in sophistication as a person's other thinking skills
and processes mature.
Thinking skills and processes provide the vocabulary by which people
can reflect upon, and discuss, their own thinking. Reflecting upon one's
own thinking is called metacognition. In order to be critical thinkers,
people must be aware of their own thinking processes. This allows them
to identify, to choose, and to adapt thinking strategies to solve prob-
lems. Three abilities central to metacognition have been identified. They
are the ability to connect new information to what a person already knows;
the ability to consciously select thinking strategies to use in a particular
situation; and the ability to plan, monitor, and evaluate one's own think-
ing processes.
The literature on metacognition suggests six methods that will help stu-
dents to develop metacognitive abilities. All six methods have obvious
applications in library skills instruction. The six methods that encour-
age metacognitive abilities are: first, starting a task by encouraging stu-
dents to identify what they already know about a topic and what they
need to learn; second, talking about thinking processes so that students
can develop the vocabulary that allows them to identify, ponder, and
discuss thinking skills; third, having students keep ajournal and record
their thoughts about how they learn and solve problems; fourth, giving
students increasing responsibility for planning and regulating their own
learning; fifth, teaching students to evaluate their own approaches to
learning; and sixth, helping students explore how they learn by discuss-
ing how they approached various learning tasks, comparing their ap-
proaches with those of other students, and evaluating the various ap-
proaches for future use (Blakey and Spence 1990).
Research on reading comprehension provides us with a model by which
to illustrate metacognitive strategies. The model is known as a schema.
Schema theory uses flowcharts to break down automatic cognitive op-
erations into their component steps. For example, when a student asks a
reference question related to an assignment, academic librarians may
ask the student about such things as the requirements of the assignment,
the topic chosen by the student, the time frame for the assignment, and
the department or professor who made the assignment. Based on this
information, the librarian will suggest reference tools or strategies for
the student to use. Schema theory could be applied to this situation to
create a flowchart of the thought processes involved in answering the
reference question. The diagram, or schema, would be based upon an
analysis of what the librarian knows and infers in order to answer the
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question. In creating a schema for the automatic cognitive process used
by the librarian to arrive at his or her response, at least three elements
would be analyzed: (1) similar research assignments; (2) previous inter-
actions with students from that particular department or professor, and
(3) the effectiveness of specified reference tools when used by compa-
rable students (Kulleseld 1991, 41-48).
From among the many studies being conducted on critical thinking and
its related disciplines, I have selected three that further clarify and ex-
pand the concept of critical thinking. The first finding comes from a
study that attempts to establish core competencies necessary for critical
thinking. Barry Beyer defines critical thinking as "a collection of dis-
crete skills, each of which to some degree or other combines analysis
and synthesis" (Beyer 1985, 270-276). Working from this definition, he
has identified ten skills, or competencies, central to critical thinking.
These ten skills include "distinguishing between verifiable facts and value
claims; determining the reliability of a source; determining the factual
accuracy of a statement; distinguishing relevant from irrelevant infor-
mation, claims, or reasons; detecting bias; identifying unstated assump-
tions; identifying ambiguous or equivocal claims or arguments; recog-
nizing logical inconsistencies or fallacies in...reasoning; distinguishing
between warranted and unwarranted claims; and determining the
strength of an argument" (Beyer 1985, 270-276).
The second research finding relates to the use of critical thinking skills.
Several researchers have suggested that being able to think critically has
no practical value unless people choose to use this ability. To use this
ability properly, people must apply it to all aspects of their lives, includ-
ing their own thinking, and must be willing to act as their critical thought
dictates. Stephen Norris, a researcher at Memorial University of New-
foundland, Canada, calls this "having the critical spirit" (Norris 1985, 44).
The third research finding relates to the need for knowledge and expe-
rience in order to exercise critical thinking abilities. Simply knowing
how to think critically is not enough; critical thinking must be applied to
situations or problems, all of which demand information for effective
application of critical thought. Studies that compare the way experts,
versus novices, in a particular discipline approach problems identify two
reasons why experts arrive at the correct solution far more quickly than
novices: first, experts possess more information about the discipline than
novices; and second, experience allows experts to automatically perform
many of the thought sequences leading to problem solution (Norris
1985, 44).
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I have talked about the skills and processes that provide the basis for
critical thinking and about the role metacognition plays in critical
thought. I have also described several research findings relevant to our
discussion. This information is intended to provide us with some shared
understanding of the concept of critical thinking. It should also be men-
tioned, however, that people do not approach critical thought in the
same manner. Individual differences in the way people think and in the
way they make sense of the world must also be part of any meaningful
dialogue on critical thinking.
Cognitive style refers to the characteristics that determine how individu-
als process information. Approximately three-fifths of a person's cogni-
tive style is genetically determined. The rest develops through experi-
ence (Dunn 1988, 6-12). Since heredity and experience vary greatly from
one person to the next, cognitive styles are individual and unique. This
means that in any class, regardless of size, students can be expected to
learn and to process information in very different ways. Moreover, the
instructional situation that is perfect for one student may actually pre-
vent another student from learning.
Cognitive styles research often divides the way people think into two
categories. The literature on brain hemisphericity identifies the strate-
gies by which people reason as right brain functions and left brain func-
tions. People who rely primarily on right brain functions are known as
deductive reasoners or global learners. Global learners process infor-
mation by understanding the broad concept first, then focusing on de-
tails. They tend to be creative, to act impulsively, and they are not always
motivated to learn. Global learners prefer a learning environment with
low light, informal seating, and a flexibility that allows for movement,
for eating and drinking, and for interaction with others. People who
rely primarily on left brain functions are known as analytic reasoners or
inductive learners. Inductive learners process information in small suc-
cessive steps. They are usually motivated learners who think before they
act. Inductive learners prefer working alone in a structured learning
environment--quiet and well lit with formal seating at desks or tables.
Most schools and colleges are organized and taught in a manner appro-
priate to the cognitive style of analytic learners. Thus global learners
may be at a disadvantage in educational institutions. They must either
adapt to a less compatible learning approach or fail (Dunn and Smith
1990).
If cognitive styles divided themselves cleanly between analytic learners
and global learners, it would be relatively simple to develop and imple-
ment educational strategies to meet the needs of each group. Unfortu-
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nately, this is not the case. Learners who are predominantly analytic may
display some of the preferences and characteristics of global learners,
and global learners may display some of the preferences and charac-
teristics of analytic learners. I am a global learner but, like analytic learn-
ers, I need a quiet learning environment. And, while I sometimes need
interaction with others, I often prefer to work alone. Moreover, there
may be more than two basic approaches to thinking.
Psychologist Howard Gardner describes seven unique cognitive styles
that he calls the seven intelligences (Gardner 1983). These seven differ-
ent ways to process information range around the use of language, analy-
sis, imagination, movement, social interaction, solitude, and music.
Cognitive styles are further complicated by an interaction among the
many factors that appear to influence learning. Environmental factors,
such as sound, light, temperature, and design; emotional factors, such
as motivation, persistence, responsibility, and structure of the learning
situation; psychological factors, such as internal and external locus of
control; and physical factors, such as perception, movement, and
chronobiology--all of these can affect the way in which individual stu-
dents learn (Dunn and Smith 1990).
As you can see, the topic of critical thinking is as complex as the indi-
vidual human beings toward whom the study of critical thinking is di-
rected. Teaching for critical thinking must begin with an acknowledg-
ment of the complexity and challenge of the task. One thing is clear. To
facilitate the development of critical thinking skills, students must be
active participants in the teaching-learning process. Teaching strategies
must engage their minds, hold their attention, and require the use of
higher order reasoning skills like analysis, synthesis, and evaluation. The
days of the 50 minute library skills lecture are over. It is time for instruc-
tion librarians to empower students with the ability to use information
in a thoughtful, critical, and ethical way.
DISCUSSION
KAPTEROV: In your opinion, should a course on cognition (as the science of pre-
senting and revealing a system of knowledge) be included in the curriculum of
library schools?
MELLON: What a wonderful question! (Animation in the seminar room). It would
be good to introduce this course in the teaching of all disciplines, particularly
where the mission of these disciplines is defined and students are given concrete
problems to work out. But curricula are already rather filled up.
25
26 Constance A. Mellon
MENIAEV (MOSCOW STATE TECHNICAL INSTITUTE): Our university consists of 16,000
students, 4,000 instructors and teaching staff and fifteen various organizations.
The library is considered part of the educational process, and, in this process,
instructors play a large role. If a student spends a lot of time on the didactic
theories and methods of various schools of education and instruction, then in-
structors may not be well disposed toward the complex theory that we have heard
here today. How do you work with your instructors?
MELLON: This is a difficult problem. First, faculty are always a big problem, and
the higher the status of the instructors, the greater the problems: it is more difficult
to teach college and university faculties than teachers in elementary or secondary
schools. Second, the library has a particular problem influencing instructors when
it comes to those concepts commonly accepted in the library. In the United States,
we have not been very successful in this area. Third, there is the concept of retrain-
ing and professional development. It is very important to include instruction in
critical thinking as part of these programs.
MENIAEV: Considering that you are a specialist infolktales, I would like to ask one
more question(folktales, after all, are fantasy but they allude to the truth). There
is a very interesting and very simple Russian folktale, which everyone knows but
which few will tell you. The very name of this tale has become an aphorism. It is
the tale of the White Gobius [a small fish found in the Black Sea]. I don't know
of any analogous tale in Uncle Remus. But here is the issue. Your basic principle
of critical thinking assumes a completeness of information. Many of your librar-
ies have computerized systems. But do you have any idea about all the Russian
computerized systems? (Animation and laughter in the room). And can you say
with certainty that you have selected the best system for your library? We think
that you know little about our library computer technologies. In both Russian
and American libraries, an insufficient amount of information has been gath-
ered about such systems. Here is a book about Russian computerized library sys-
tems that has just been published and that cannot be found, in all probability, in
a single American library. This is just an example. We cannot speak of accurate
and reliable information if you have no information about our materials. (Ani-
mation and laughter in the room.) How can we find a way to exchange such
information?
MELLON: My basic idea is that critical thinking, which is what I am speaking
about, is a process that takes place within you, within your mind, and it is
independent of whatever information is at hand or that exists in general in life.
SOKOLOV: One can say that two kinds of logical thinking exist: formal logical
thinking (Aristotle) and dialectical (Megel and Marx). To which of these types is
critical thinking closer?
MELLON: This is a question for Lori Arp. She is more of a specialist in this area
than I am, but I think critical thinking is closer to formal logical thinking.
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ARP: Originally, critical thinking proceeded from Aristotle and Socrates. In the
United States, it became an important political issue only in the 1930s. In prin-
ciple, the method is a hybrid or has practically become one, but, in terms of its
origin, it is formal thinking.
MELLON: The origin of critical thinking is the subject of much debate, and we here
are not the final authority on it.
SUKIASIAN (THE RUSSIAN STATE LIBRARY): I am the Head of Cataloging at the Rus-
sian State Library and Coordinator of the International Society for the Organiza-
tion of Knowledge. This year in Madras, our organization will mark the jubilee
of the Indian library scientist Ranganathan, whose name is well known. More-
over, the theme of the Madras conference is closely related to the theme of today's
seminar and is titled Cognitive Paradigms in the Organization of Knowledge. I
wanted to mention this so that our American colleagues could refer to the materi-
als of the seminar, which will be published. In selecting the theme of the Madras
seminar, we took into consideration that in a library everything we call critical
thinking is transformed by the various interactions between the reader and a book
and the influence of the librarian on the user But, as we proceeded to analyze the
issue, it became clear that there was still another factor that strongly develops
critical thinking in the reader, although we tend not to see it as such: the biblio-
graphic search process. It is during the search process that the reader develops
himself exactly as described by our esteemed colleague in her presentation.
ORMONDROYD: I worked in a library in the state of New York. I am now retired but
continue to work on a volunteer basis with children and parents. I would like to
say a few words about how we work with the parents of little children. Usually we
bring books to homes and families in which parents do not read books to their
children. I coordinate a group of librarians, teachers, and others who work on a
volunteer basis. Each week these people visit several homes with boxes of books.
There they read stories to children. There is only one condition-that the parents
be present during the readings. The members of the group also work with the
parents according to an established program, teaching them how to make use of
the books critically. This program is part of a larger national program. And inas-
much as a very serious literacy problem exists, this program is directed at the
spread of literacy throughout the country and across all layers of society. Of course,
a separate problem exists with those parents who completely dislike the choice of
books made by the librarian. Often the librarian has to play the role of teacher to
the parents.
MELLON: The difficulty is that, in teaching critical thinking, librarians become,
in fact, advocates, defenders of this way of thinking, guardians of a truth, and
in the end, they introduce elements of contradiction into the child's life. It is as if
they were teaching children to rise up against their fathers; one finds in this the
very idea and sense of critical thinking. There are other complexities and
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contradictions. In time, of course, all of this is normalized and achieves a sense of
balance. But, in the meantime, this is the initial contradictory state.
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THE LIBRARY ENVIRONMENT AND THE
DEVELOPMENT OF CRITICAL THINKING
Margarita Dvorkina
Before proceeding on the topic of "The Library Environment and the
Development of Critical Thinking," I would like to define the term criti-
cal thinking. In my view, a critical thinker is one whose extensive knowl-
edge enables him or her to analyze information about reality (including
the reality represented in documents), taking into account a variety of
factors and making generalizations about them, and distinguishing be-
tween related and unrelated phenomena. Thus understood, a critical
thinker is open minded and well rounded; one who craves knowledge
and seeks the truth. I would, therefore, relate critical thinking to what
the Russian literary critic Bakhtin called dialogicity [dialogichnost'], that
is, the ability to put oneself in another's shoes, to view a differing opin-
ion with tolerance, and to strive for compromise.
Can libraries play a role in the formation of critical thinking? I don't
think that it is possible to answer this question with a simple yes. Many
factors contribute to the development of critical thinking in an indi-
vidual: heredity, upbringing, immediate surroundings, schooling, mass
media, and other social institutions, including libraries. As one of these
social institutions, the library may promote and stimulate, or conversely,
it may hinder the formation of critical thinking in an individual. Taken
together, every aspect of the library's environment can play a role in
developing critical thinking among users. By the library environment, I
mean the sum of all its parts: its informational, intellectual, moral, aes-
thetic, and emotional atmosphere. The atmosphere of the library is a
part of the cultural milieu and, as such, can affect library employees and
users positively or negatively in terms of their activities both within the
library and outside of it.
The library environment may be divided into several components: its
holdings (including its collections and technical facilities), its physical
premises, and its atmosphere, all of which interrelatedly and indepen-
dently act upon the librarian and library user in complex ways. The li-
30 Margarita Dvorkina
brary environment, if it is to be conducive to the development of critical
thinking as conceived here, must be comprehensive and interactive.
How may such a library environment be created? The environment of a
library may be said to be comprehensive when its collection of books,
periodicals, audiovisual aids, and other holdings cover every branch of
knowledge with as much thoroughness as the library's resources allow. A
well-organized library collection with good reference sources may also
help to stimulate thinking among users. The American librarian Jesse
H. Shera expressed this idea very well: "A book provokes more ideas,
insight, and insights in the reader's mind when it is read in combination
with related books than when it is read alone."
If organized properly, all of the various interactive aspects of the library
may also act to stimulate thinking. Besides the spoken and written word
(books, announcements, and consultations with librarians), there are
visuals (posters, pictures, film, and video); sound (records and tape re-
cordings); and the physical location itself-the accessibility of the col-
lection and of reference materials, the placement of exhibits, and access
to technical facilities. The library of the Timiriazev Agricultural Acad-
emy may serve as an example of a fairly successful utilization of the total
environment. This library frequently exhibits young, often controver-
sial, artists whose works present a challenge to critical interpretation.
Book shows are often held in conjunction with provocative art exhibits.
The library also conducts video screenings and recorded readings. Only
if it has a wide ranging collection and accessible facilities can the library
environment provide a broad selection of information, and this wide
selection, in its turn, is the necessary precondition for expanding the
reader's creative potential.
However, the library environment can exert a favorable influence in this
regard only if the user knows how to enter this world and understand it.
Just because a person finds his way inside the library does not mean that
he or she knows how to make use of it. A well organized system of library
orientation can assist the user in getting his or her bearings. By orienta-
tion system, I mean the type of information that shows the user how to
find materials, how to extract information from them, that explains how
the library and its branches are organized, that acquaints users with rep-
resentative resources, etc. It is through the use of announcements, signs,
reference materials, the card catalog, and consultations with librarians
that the library user becomes familiar with the library and its resources.
The orientation system makes it possible for the user to analyze library
holdings and facilitates his or her ability to select and use them, thereby
assisting in the critical interpretation of scientific and artistic literature.
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In this regard, explanatory comments that shed light on historical con-
nections between the past and present are also helpful, for example, as
part of exhibits.
The library's orientation system permits the user to make more and more
new connections between his or her own knowledge and the new infor-
mation he or she finds (in the library) and to integrate this new knowl-
edge with what the user already knows. This occurs especially when the
user is searching for a needed book in the collection or card catalog and
comes to understand its place in the broader context of resources and
knowledge. The user may even be challenged to think by the way that
information is conveyed on announcements, brochures, or guides. An
example includes indicating the services available in a university library's
reading room in question form: "Do you know how to find reviews of a
book you are interested in or how to select literature by thematic con-
tent?" Or humor can be used to draw the user's attention to available
materials: "Don't reinvent the wheel, but if you do, protect your inven-
tion. Here's where to find the information you need...." The library
environment should invite the reader in and introduce him or her to
the ever-growing world of written culture. From announcements of avail-
able services and newspapers on periodical room tables to exhibits and
open-access materials for circulation or reading room use (in university
libraries), the library environment leads one further to the many mil-
lions of volumes in the general collection, then to the holdings of re-
gional and national libraries, and finally, to worldwide library collections.
The search process itself, in which the user is presented with a choice of
documents and information, can also contribute toward the develop-
ment of critical thinking. The librarian may assist (in this development)
by organizing, for example, exhibits which present different points of
view and the output of alternative publishers. The use of interactive com-
puters also provides several opportunities for stimulating critical thought.
There are also less traditional ways that libraries may encourage the de-
velopment of the individual's creative potential and critical thinking.
For example, the library may organize crossword puzzle events which
not only broaden the user's knowledge in a certain area but also help in
training his or her memory and quickness of mind.
The development of critical thinking is not possible without the verbal
expression of thoughts by readers themselves. The discussions, debates,
and press conferences on contemporary themes and books that are of-
ten put on by libraries and that encourage dialogue are extremely im-
portant. Choice of the right issue or book, though, is essential. An ex-
ample of a well chosen topic was the book, The Labyrinth of Consciousness:
Meditations on the Eternal in Short Syllogisms that was discussed at a read-
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ers' conference at one of the departmental libraries of Moscow State
University. Nor should one miss the opportunity of stimulating the user's
critical thinking by inviting comments on the library's operation and
soliciting suggestions as to how it could be run more effectively.
Thus, a multifaceted interactive environment can assist in stimulating
the creative potential of individuals, a potential which entails the devel-
opment of critical thinking. The role of dialogue in a well-organized
library environment is not restricted to special measures, but is, as shown
above, far broader. There is the dialogue between book and reader, book
and librarian, reader and reader, librarian and librarian; the dialogue
of both the reader and librarian with the physical environment and fa-
cilities of the library and with other libraries. There is the interplay within
a book itself and among authors of different books, the dialogue be-
tween past and present literature, and between different national tradi-
tions in the context of world culture.
Thus, inherent in the library environment are many possibilities for pro-
voking dialogue and thereby contributing toward the development of
the reader's creative and critical thinking. The librarian's task is to orga-
nize the library environment in such a way as to unfold its potential for
the reader and thus expand his or her critical thinking abilities.
DISCUSSION
MENIAEV: Who runs this beautiful system which you have outlined in your presen-
tation ?
DVORKINA: There is no question that it is run by the library staff But not by the
staff alone. I feel that library users must also participate in its management.
That is, it is a joint activity. The intellectual and spiritual level of the environ-
ment, after all, is not possible without the library users themselves, and it is no
accident that in some libraries we see that librarians and users work together-
and the intellectual-spiritual environment is higher, while in other libraries this
does not happen. The higher the intellectual level of the users, the higher the
intellectual level of the environment. And, on the other hand, the higher the intel-
lectual level of the librarian, the higher the level of the environment. And not just
the intellectual level but the emotional and aesthetic. And that's why I feel that
the library staff, the users, the architects, designers, etc. are the organizers of this
environment.
MELLON: I would like to add a few words, to comment. In the United States, we
have a term to describe the environment that you speak of-the learning environ-
ment. In order for such a learning library to actually become a reality, one must
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see it in perspective, have afield of vision, have the ability to see the entire system
as a whole. This is necessary in order for it to be possible to work in a library
having the most diverse goals and to work in diverse ways in order to guarentee
answers to the questions with which users come to the library, in order to satisfy
their demands as fully as possible.
DVORKINA: I would like to say that I understand such a system in a much broader
way than simply a learning environment. It seems to me that the library can
influence the development of critical thinking as well as other principles related to
morals and manners. It can have an influence on developing the personality not
so much through learning as through an intermediary role, namely by creating
the environment.
MELLON: Our points of view are not, in fact, that different. I too do not look at the
library as simply a learning environment.
DVORKINA: I agree with my colleague that, in order to organize a library environ-
ment, one must view the library from the outside, see it as a system, and see its
services not only within the framework of a given department, a given library, but
as a whole.
ORMONDROYD: I have the impression that many of the users we are speaking of are
young people who come to the library with a specific goal in mind. Perhaps they
want to prepare for assignments, write a paper, orfind additional sources in order
to complete an assignment. Is this so? Are you speaking about these kinds of
users?
DVORKINA: No, not only these kinds. I understand this to be a question of the
library's role. No, these could be any kind of users.
ORMONDROYD: Have you tried, in general, to examine the question of critical
thinking from the point of view of working together with instructors?
DVORKINA: When I used to work in an academic library, I frequently communi-
cated with students and teachers. Working together with faculty is, of course, very
important, but it seems to me that the development of critical thinking can also
occur through the direct interaction between student and librarian. The student
sees that the librarian is ready to help him. This readiness can, to a certain degree,
assist such interaction.
MATLINA: I would like to add to the answer to this question. Our academic librar-
ies have an interesting (amount of) experience working together with students
and faculty at the same time. Much can be said about this, but I will provide just
one example. Data about the personal collections offaculty were entered into the
electronic catalog used by students...
33
34 Margarita Dvorkina
AND THE INSTRUCTORS ACTUALLY GAVE THEIR OWN BOOKS? (THE QUESTION WAS ASKED
SIMULTANEOUSLY BY SEVERAL OF THE AMERICAN PARTICIPANTS OF THE SEMINAR.)
MATLINA: Yes. This is the experience of the University of Volgograd, but the initia-
tive came namely from the instructors.
KIRIK Perhaps you could describe the nature of the relationship between librarians
and users? (Laughter and a stir in the room.)
DVORKINA: I think that the relationship between the librarian and the user is not
that of the master and the servant and not even that of the teacher and learner. It
is more the free interaction of partners but partners who play different roles. The
user tries to satisfy his or her needs in the library. The librarian too is oriented
toward satisfying the needs of the reader As a result, they undertake joint actions
on behalf of this goal. As far as relations between instructors and librarians are
concerned, one can take note here of such forms (of interaction) as Department
Days. On the one hand, librarians work on behalf offaculty, and, on the other
hand, during these Department Days, the faculty let the librarians know what
texts and materials should be in the library, and the librarian speaks about the
kinds of problems that come up in providing services for the students.
THE ROLE OF THE LIBRARY IN THE
SOCIALIZATION AND DEVELOPMENT
OF INDIVIDUAL CRITICAL THINKING
luliia Melent'eva
The problem reflected in the title of my paper is somewhat unusual for
our librarians. Some five to six years ago, one simply could not discuss it
because all library activity was ideological in nature and had as its aim
the development of a conformist personality. Developing the reader's
critical thinking abilities was not one of the library's tasks, quite the op-
posite, in fact. That is why in our country this problem is related to one's
philosophical outlook on life instead of having a technical and methodi-
cal character, which is closer to the view of the American librarians. We
still have a long way to go before we fully comprehend the idea of the
library not as an ideological (strictly) educational structure but as an
institution in which information is used to promote the socialization of
the individual and his or her entry into real life. It is essential that we
rethink how libraries function so that they serve individuals and not a
particular political system.
The problem of developing critical thinking should, in this context, be-
come one of the main objectives of library services as a whole, while the
ability to think critically should be seen as a necessary element in the full
socialization of the individual and his or her entry into society. During
the socialization process, the individual begins to accept the values and
norms that have become fixed in society's consciousness. But today many
universal values related to one's view of the world, morality, and ethics
have turned out in our society to have been deformed. That is why it is
essential that we help library users examine these values critically. In
connection with this, we must see library services as an essential part of
individual freedom, as a condition for, and guarantee of, the right to
develop freely through completely free access to information. Only the
concept of the library as an institution of socialization thus makes it pos-
sible to promote the development of critical thinking among readers.
A new direction that considers the true interests of the individual per-
sonality should be undertaken in all areas of reader services, whether
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they be oriented toward a person or group. It is essential to reject direct
propaganda or one-sided information and create an atmosphere of free
and open communication. The development of critical thinking among
library users should also be encouraged by a rethinking of how librar-
ians and readers interrelate, another area which was distorted by our
reality. The librarian needs to adopt the idea of the sovereignty of the
individual reader. It becomes exceedingly important that the librarian
acquire the ability to think freely and critically. All of these aspirations
have been made part of the research program that we will conduct to-
gether with the Russian State Youth Library in five regional Russian li-
braries serving young people.
We want to give meaning and essence to the library's role in the social-
ization process. Until now, the fundamental idea underlying library ser-
vices (and especially library services for young people) has been the edu-
cation of individuals in the spirit of communism from which the library
has derived its main purpose ("the harmonious development of the per-
sonality") and its main tasks. Posing the problem in this way has required
libraries for young adults to emulate the activities that take place in school.
Primary activities that have been singled out include, for example, edu-
cation in aesthetics, patriotism, work morale, etc. Library services,
whether directed at an individual or a group, have often been based on
attention to some school subject. Also, relations between librarians and
users have frequently been based on the teacher/pupil model which, to
a certain degree, has suppressed the user's independence and, most of
all, his or her independence of thought.
The fundamental idea behind our approach is the hypothesis that li-
brary services should not be based on educational theory but on a theory
of socialization. It is this theory that corresponds most to the library's
essence as a socializing, rather than as an educational, institution.
Our aim is to reorient the library's function from various forms of edu-
cational activity to providing assistance to individuals as they pass through
the main stages of socialization: developing self-awareness, choosing of
a profession, and creating a family. Our task is to collect and analyze the
existing experience of libraries, to construct a model of the library as an
institution of individual socialization, and to develop a series of system-
atic (educational) aids to improve library services for users who find
themselves at the main stages of the socialization process.
We plan to conduct our research in two stages. During the first stage we
will try to define:
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* the level of discrepancy between the established library ideology and
a system of library services that meets the genuine needs of users;
* how ready the library and librarians are to help users deal with the
various stages of the socialization process;
* how well users are oriented toward the library as a place where they
can find help in solving the problems of daily life.
A very important by-product revealed by this research will be the opin-
ion users have about the library. This may also be of interest to those in
charge of the international research project titled "The Image of the
Library" that is being sponsored by IFLA.
On the basis of this information, we propose, at the second stage of our
research, to develop a system of measures that will strengthen the role of
the library in the socialization process. We have worked out the docu-
mentation for this investigation. It consists, first of all, of questionnaires
for users and librarians. The librarian questionnaire includes four groups
of questions allowing us to define the personal qualities of the librarian,
his or her professional skills, the level and quality of the librarian's inter-
action with users, and his or her familiarity with the theory of socializa-
tion and readiness to work with it. The user questionnaire seeks to dis-
cover how well oriented he or she is toward the library as a place to find
help with life's problems, the attitude of the user toward the librarian as
a helper, and the major demands the user makes on the library.
We have also developed a documentation tool called An Index of the So-
cializing Effect of Publications. In our opinion, it will help define the place
of specific publications in the socialization function of the library. This
index will make it possible to define more precisely which aspect of a
problem the publication addresses, what level of specialization it assumes
on the reader's part, and what level of socialization on the reader's part
it is designated for.
We have also developed a model program of library activities for those
libraries participating in the research project. It defines the most im-
portant tasks (to be accomplished) in relation to the collection, the user,
and the librarian. In this program, we felt it was essential to disclose
each stage of the socialization process for librarians. We tried to get to
the heart of the matter. For example, a stage such as The Formation of
Self-Awareness includes: attitude toward oneself, one's abilities and in-
adequacies-a truthful self-evaluation; attitude toward other people,
values, and so on. It is in this manner--with a focus on substance-that
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each stage of the socialization process is disclosed. We feel this is extremely
important because it allows the librarian to see a problem in all its many
aspects; it makes it possible, in analyzing a problem, to use a broad range
of sources having diverse perspectives that, in our opinion, also pro-
mote the development of critical thinking.
It is very important to prepare librarians for this project both theoreti-
cally and psychologically. That is why we plan, during the first stage of
research, to deliver a course of lectures and studies for librarians to
help them delve into the problem and develop their attitude toward it.
Thus we see the significance of our research in the attempt to organize
such services for users that would meet their real, rather than mythical,
needs and ease the process of socialization for them. The development
of critical thinking is, of course, an integral part of this process.
DISCUSSION
LINDGREN: Does the term socialization have one or several meanings in Russian?
MELENT'EVA: In our educational, philosophical, and psychological literatures this
term is used to describe the individual's entry into society and his or her assimila-
tion of those values which that society has to offer. This term came to us at the end
of the 1960s from the English language: I do not know exactly if it was British or
American, the fields of philosophy or psychology. For a long time the concept was
not recognized by our social scientists and was considered bourgeois inasmuch as
the position of the individual himself (vis-a-vis society) was not well delineated.
They felt that socialization presupposes society's inclusion of the individual into
itself, its habituation of him. But what about the person himself?...In our tradi-
tion, both philosophical and educational, there is, in general, a tendency to exag-
gerate the individual's ability to be habituated. The first person to develop the
concept of socialization was our own very interesting philosopher Larygin.
ZARUBINA (RUSSIAN STATE YOUTH LIBRARY): I belong to that group of people our
press has labeled conservative. Although I did not expect it, I have suddenly de-
tected certain sympathetic strands of conservatism here. I am listening to everyone
with interest and to our American colleagues with special interest and eagerness.
During the previous presentation and discussion I had the following uncertain
feeling: will our guests not have the impression that we have really experienced a
rapid rejection of ideology and a sharp transition in the opposite direction? The
situation which has arisen is very complex in that one ideology has been replaced
by another. The future of the library as a social institute lies in its ability to
become a center for cultural development. I am particularly attracted to the term
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critical thinking. As a librarian-practitioner, I meet daily with today's young
people who are readers and consider it my goal to develop the kind of critical
thinking that would allow a person to withstand the manipulation practiced
today by all the mass media. A person should be able to make choices indepen-
dently. We are now confronted with the problem of alternative bibliography which
would allow the reader to be presented with a whole palette of opinions. But the
final decision, to wit, should be the readers and should not involve interference
on the part of library staff We have lost a great deal and experienced much that
is negative as a result of having developed readers who lack this independence.
The number one problem is establishing professionalism, the preparation of librar-
ians. In order to become a person of authority whom the reader will consult out of
desire and not necessity, one must, to be sure, observe a thin line: one must not
pressure but be an interesting person with whom the young reader would want to
share thoughts and opinions. At the moment we are extremely interested in the
experience American libraries have with research on perceptions. Our psychologi-
cal research is on a very low level. Our first steps in this direction have been
difficult but, nevertheless, we now sense the need that our young people have for
libraries, reading, and the book as the most stable sources of knowledge.
MELLON: We too have this problem. We know the limits of the library, we under-
stand the influence of the mass media, and we also know what kinds of limita-
tions young people themselves have. But we are, of course, far from having solved
all of these problems.
MENIAEV: Socialization is a theory. Thus, it should have an object and a method-
ology. And if it is not a theory, then how does psychology fit into the picture?
MELENT'EVA: Socialization is a system of influences on the personality and in-
cludes psychological, educational, economic, sociocultural, and political factors.
There is a well-developed literature on this topic.

LIBRARIANS AS CO-CREATORS
OF THE CURRICULUM*
Betsy Baker and Natalie Pelster
INTRODUCTION
True education...is at once a fulfillment and a spur; always at the foal
and never stopping to rest, it is ajourney in the infinite, a participation
in the movement of the universe, a living in timelessness. Its purpose is
not to enhance particular abilities; rather, it helps us to give meaning to
our lives, to interpret the past, to be fearless and open toward the future.
(Hesse 1974, 69)
In his book, College: the Undergraduate Experience in America, Ernest L. Boyer
stated that one of the most important traits of effective colleges and uni-
versities is "a clear and vital mission" (Boyer 1982, 58). The search for
this sense of purpose, however, has been ongoing in most institutions of
higher education. Both theorists and practitioners have carried on a long-
standing debate about what constitutes a good undergraduate educa-
tion and what should be included in the curriculum. On numerous
college campuses today, discussions abound about the quality and sub-
stance of undergraduate education. This is attested to by a recent publi-
cation of the Committee on Institutional Cooperation, a consortium of
eleven major institutions of higher education, predominantly located in
the midwestern United States.
One of the constant features of universities is the continual process of
reviewing and revising what undergraduate students are offered and how
this is done. At any given time, each institution is almost certain to be
engaged in one or another of the many phases of the cycle-examining
current practices and programs, proposing changes, implementing
approved changes, and evaluating the effects of the changes. It is prob-
ably true that no other single topic receives as much faculty attention at
*An earlier version of this paper appears in Kirk, Thomas, ed. 1992. Academic Libraries: Achieving
Excellence in HigherEducation (Proceedings of the Sixth National Conference of the Association
of College and Research Libraries, Salt Lake City, Utah, April 12-14). Chicago: ACRL.
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universities today as does undergraduate education (Committee on In-
stitutional Cooperation 1989, 58).
The ongoing quest for the ideal undergraduate curriculum has been
punctuated by distinct eras. In an article on curriculum history in the
Encyclopedia of Educational Research, Daniel Tanner identifies three major
sources and influences for curriculum development: (1) the body of
organized scholarship, (2) the needs of the learner, and (3) the demands
of society and adult life. He also notes that reform movements through-
out the twentieth century, rather than moving in a "progressive spiral,"
have often tended to emphasize one of these influences at the expense
of the others. When one looks at significant waves of curriculum reform
in the United States, one can see a blending of these influences.
Indeed, major reform efforts of the 20th century exhibit each of these
influences to a greater or lesser extent. In the 1920s, for example, John
Dewey spearheaded a reform movement meant to bring society out of
"educational confusion," a confusion that he believed was caused by the
"segregation of the subjects" in the schools. He stressed that a more
project-based learning atmosphere would naturally draw upon all areas
of knowledge, as they are interrelated (Dewey 1931, 38). Dewey was
clearly focusing on the needs of the learner while also pointing out a
flaw in the way that the organized body of scholarship was being treated
by the schools. The reform movement of the 1960s, on the other hand,
clearly focused on the demands of society. The launching of Sputnik in
1957 triggered a startling realization-that American scientific and tech-
nical education was falling behind; it was not producing enough stu-
dents with the knowledge needed to advance scientific and technologi-
cal frontiers. Educational reformers, therefore, focused on upgrading
scientific knowledge for all American students. The most recent reform
movement-that of the late 1980s-was propelled by a growing aware-
ness of the dimensions of illiteracy in society coupled with the difficul-
ties of handling increasingly large quantities of information in all areas
of life. The numerous publications in both the professional and popu-
lar press about the "search for academic excellence" and any number of
various "literacies" emphasize the need to improve education in order
to improve the quality of society. At the same time, however, an increased
importance is placed on the individual's right to access information that
can enhance his or her life. The needs of society and the needs of the
individual are clearly interwoven in this reform movement.
LIBRARIANS AS EDUCATORS
If curriculum reform is to reach its intended objectives, all educators,
including librarians, must work to make their areas relevant to, and sup-
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portive of, the mission of the university. In the United States, librarians,
through their involvement with faculty in providing library instruction
to students over the past two decades, have emerged as more visible and
apparent contributors to the academic experience, and their recogni-
tion as educators has been steadily growing. Faculty and administrators
today are aware of what librarians can offer to the educational experi-
ence of students. Librarians, too, have a stronger picture of where they
fit into the overall educational arena.
Today librarians often state the goals of library instruction in terms of
contributions to the overall academic experiences of students. Other
goals, such as making more efficient use of reference staff, helping stu-
dents with particular assignments, and even making students "informa-
tion" savvy must be relegated to secondary or even tertiary tiers. What
needs to be emphasized is the need for library instruction to contribute
to the development of students' capacity for inquiry, critical thinking,
and lifelong learning. These themes emerge again and again in discus-
sions of higher education across the nation. The educational mission of
the library has evolved to a point where the goals central to the aca-
demic library are, more than ever before, tied to the goals that are also
central to the overall academic institution.
The goals central to the undergraduate curriculum in America today
can be seen through an examination of the efforts to transform under-
graduate education at Northwestern University. In the late 1980s, the
university charged a committee, comprised of faculty members, students,
and administrators, including the director of the library, to undertake a
comprehensive review of undergraduate life. The findings and recom-
mendations of the committee, published in The Report of the Committee on
the Undergraduate Experience (1988), calls for the involvement of the li-
brary and of librarians in fulfilling the educational mission of the uni-
versity. The strength of this call is readily apparent when we compare it
with recommendations made by the faculty planning committee at North-
western some twenty years earlier. By examining both of these reform
documents, we can easily see how current educational and library mis-
sions are closely linked.
The report on the undergraduate experience explicitly offers points of
entry for the library and for librarians in curriculum planning by urging
that library and information technology programs be integrated into
course work at all levels (Tanner 1982). Since the publication of the
report, a multitude of actions which implemented task force recommen-
dations have resulted in increased research activity on the part of under-
graduates. One of the programs specifically mentioned was the fresh-
man seminar program, a program offering small class settings in which
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students develop writing and discussion skills while studying a topic of
special interest. Examples of the many topics offered include "America
in the Sixties" through the History Department and "Transportation
Systems of the 21st Century" through the Physics Department. The re-
port states:
In the development of Freshman seminars, the instructors should draw
on the Library for assistance and guidance in the most effective use of
[information] resources. This should include bibliographic instruction,
training in the use of LUIS [the online catalog] database systems
....Students should become acquainted with members of the Library
staff....Since commitment to learning as a lifelong process is a central
goal of Northwestern education, then the Library and its use must be
instituted as a lifelong habit at the undergraduate level. (Northwestern
University 1988, 84)
In contrast, the report on undergraduate education completed at North-
western in 1968 indicated no such links between the library and the
classroom.
But, more importantly, explicit mention of the library is not the only
significant difference between the recent report and the one issued in
1968. In the expression of educational goals, the backbone of any re-
form effort, the two also varied greatly. In its mission statement, the
recent committee stressed that, beyond providing students with a depth
of knowledge in their fields:
Northwestern fosters in its students a broad understanding of the world
in which we live, as well as excellence in the competencies that transcend
any particular field of study: writ[ten] and oral communication, natural
science, and quantitative analysis. (Northwestern University 1988, 84)
Also especially significant is the fact that the report's Mission Statement
on Undergraduate Education closes with the following line:
Northwestern expects its graduates, by their experiences to have
developed the attributes of an educated person: responsibility, both
personal and social; critical ability; reflectiveness; creativity; and
commitment to learning as a lifelong process. (Northwestern University
1988, 4)
The aims of undergraduate education expressed in the 1968 report were
strikingly different. Rather than developing a mission statement per se,
the authors summarized the aims of undergraduate education in three
sweeping categories: (1) the achievement of competence in one or two
established academic disciplines; (2) the perception of the relations be-
tween undergraduate competence and other disciplines, life and soci-
ety, and practical applications; and (3) the development of civility (North-
western University 1988, 4).
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The appreciation of the role of the library is much clearer in the more
recent report. The commitment to lifelong learning and research abili-
ties expressed in the report coincide with library instruction goals. More-
over, it is important to note that while we are citing goals expressed in a
Northwestern report, these goals are certainly not unique to Northwest-
ern. These same goals have been articulated on numerous campuses
across the United States. Clearly this latest wave of curriculum reform
represents an unprecedented opportunity for librarians. Not only are
its goals conducive to librarian involvement, but the profession is now in
a much stronger position than ever before to know and articulate what it
has to offer to the curriculum.
STRATEGIES FOR LIBRARY INVOLVEMENT
IN CURRICULUM PLANNING
Ideally, the library's involvement in any large-scale curriculum review
should be from the outset as it was at Northwestern with the university
librarian serving on the President's Committee on the Undergraduate
Experience. However, even if the library is not involved from the outset,
connections can be made later-and to good purpose. There are many
strategies for becoming involved in curriculum reform efforts. First,
when senior administrators issue a call for departments to submit plans
for the changes they wish to implement to meet the challenges and rec-
ommendations of curriculum reform, librarians should respond, com-
municating how the library can facilitate the goals of the reform effort.
The library may not be asked explicitly to provide such documentation,
although other departments will certainly be expected to do so. It is
important that the library not wait for an explicit mandate but be alert
to campuswide calls for action.
Second, librarians need to make themselves aware of activities and dis-
cussions taking place in various schools and academic departments as
they, too, respond. Librarians should seek opportunities to attend fac-
ulty meetings and planning discussions and be vocal about how the
library's programs can support and facilitate new pedagogical initiatives
being proposed.
Third, curriculum reform reports can be used to identify new or pro-
posed academic programs with the objective of becoming involved with
them from their inception. Early involvement is often the best way to
have an impact on curriculum planning. For instance, at Northwestern,
the President's Committee recommended that the university institute a
program of tutorials and research projects for third and fourth year stu-
dents that would provide them with more exposure to self-directed and
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independent research projects. The library did not wait for the programs
to take shape before approaching the heads of these new programs. We
are now regularly in touch with faculty who are leading and planning
these junior tutorials and often take part in the teaching of these pro-
grams.
Finally, librarians should use the goals of campus curriculum reform
initiatives as a point of reference in ongoing discussions and communi-
cations with campus administrators and deans. One of the most impor-
tant responsibilities of librarians is to keep campus decision makers aware
of the relevance and importance of the library in the curriculum. By
presenting library services in a way that complements and reinforces the
educational themes that campus leaders themselves are discussing and
espousing, librarians can bring the library into a more central and vital
position in the curriculum.
CO-CREATING THE CURRICULUM
The end goal of these efforts on the part of librarians is the building of
a true partnership between teaching faculty and librarians in curricu-
lum design. Librarians have been involved in curriculum for some time,
but for the most part, their involvement has consisted of planning and
providing instruction within a previously determined course. As such,
questions surrounding the content of the course, the context of the
course, or the relationship of one course to another in the undergradu-
ate curriculum have not been within their purview.
To be more involved in curriculum as an actual partner is to be involved
with the very purpose of education. It is to ask the underlying questions
"What is most worth knowing and why?" and "How can this knowledge
be attained?" It is to provide links between what is being studied in a
particular course to that which is known and to that which will be fur-
ther studied. Determining how these linkages can be made is central to
providing an integrated undergraduate experience. However, the task
of providing these linkages is one of the most difficult challenges facing
educators. In a book entitled Learning Communities, Faith Gabelnick
(1990) states:
One of the oddest things about the university is that it calls itself a
community of scholars yet it organizes itself in a way that conceals the
intellectual links of that community from those who don't already see
them....This results in a dependency on individual teachers to make
sense of the parts of the curriculum for students. (p. 18)
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The library is one place on campus where disciplines come together
and where intellectual links can be found. Librarians not only bring an
interdisciplinary perspective to education but also bring a knowledge of
information systems and structures that are of benefit throughout the
curriculum. As we approach more involvement with curriculum, our
efforts will focus more on advocacy and liaison than on providing spe-
cific training in how to use the library or its collections. Greater empha-
sis will be given to working with faculty on a one-on-one basis or in small
group settings and will entail greater outreach, collaboration, and com-
munication. This new emphasis is taking shape within Northwestern
University Library through a new service initiative called the Curricu-
lum Integration Center with the following mission:
The mission of the Curriculum Integration Center is to collaborate with
faculty in bringing information sources more fully into the academic
experiences of University students and to facilitate the integration of
information technologies into the classroom.
Through consultation and conversation with faculty members, the
Reference Department hopes to assist faculty in their efforts and, at the
same time, to gain a greater understanding of the types of research
scholars and students are undertaking and of ways the library can further
those efforts.
Through this effort, we are beginning to see a new kind of informal, yet
substantive, collaboration taking place between librarians and faculty in
the incorporation of new technologies into the teaching and research
process.
CONCLUSION
Curriculum reform is a continual process. This particular wave of cur-
riculum reform, growing as it has out of the demands of the information
age, is very conducive to librarian involvement. With the strong empha-
ses placed on lifelong learning and the ability to make independent criti-
cal judgments, the importance of the library is fairly self-evident. But
this is not the last wave of curriculum reform. In any reform effort,
librarians must find and point out the connections between the goals of
education and the library. By looking for underlying goals and seeing
where the library has a logical and implicit role to play, librarians can
find opportunities to contribute to, and collaborate in, the development
of an enriched and strengthened curriculum. In so doing, librarians
can truly attain the role of co-creator in the educational process.
Betsy Baker & Natalie Pelster
DISCUSSION
SHAPOSHNIKOV (MOSCOW STATE INSTITUTE OF CULTURE): I was very interested in
the thoughts expressed in the talk about the important and defining functions of
the library. The presenter introduced various documents. But what is the personal
opinion of Betsy Baker about which social functions of the library are the most
important?
BAKER: I have in mind the broad spectrum of education and the many functions
that are a part of it. The library, moreover, can be a very successful place for a
variety of these interests to meet, for conducting diverse assignments and consul-
tations. To create the right kind of atmosphere for the learning process-to make
it possible for students to satisfy their inquisitiveness, to achieve the goals they
have set for themselves-this is one of the most important functions of a library.
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SOCIAL AND CULTURAL ASPECTS
OF THE LIBRARY'S ROLE IN DEVELOPING
CRITICAL THINKING
Andrei Kapterov
The theme of today's seminar is particularly timely, and it is also felici-
tous that our country has been selected as the place for this seminar. It is
exactly here at this moment that critical thinking-criticism of every-
thing and all-is particularly strong and, in my opinion, has even sur-
passed the critical mass of critical thinking. We have begun to get accus-
tomed to living in a revolutionary situation. It may be of interest to our
American colleagues how library problems are perceived in this situa-
tion. Of the words, critical thinking, one must pay more attention not to
the word critical but to the word thinking.
The development of the abilities inherent in the human character de-
fines the universal traits shared by all mankind. First and foremost, these
traits include the capacity for formal thinking, social interaction, and
creativity. As civilization has developed, the innate capabilities of man-
kind have been physically manifested in the products of culture. More-
over, the faculties common to all peoples can be seen in the creation of
universal human values.
If we want our analysis of the library's role in developing critical think-
ing to be thorough, we must examine not only the actual aspect of a
library user's activity, that is, the actual level of culture expressed in terms
of conditions, resources, and results, but also the ideal level of culture
expressed in terms of needs, interests, and attitudes. By now, philosophy
has established the importance of studying idea-based forms of activity
that are most clearly reflected in intellectual processes. Mental and sen-
sual images of the objective world are elements in a complex structure
of human activity. They are, therefore, affected by the process through
which they are formed, preserved, and utilized.
The Soviet psychologists Leont'ev (1983, 9) and Smirnov (1985, 231)
have shown that each person has his own picture of the world, consisting
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of a system of images. Inasmuch as each person has his own picture of
the world, he is the bearer of a unique perceptual space. The individual's
professional and, more broadly, his life experience, as well as the sum of
his professional knowledge with its system of interrelations, are all re-
flected in this perceptual space. In light of all of the foregoing, we can
see that social interaction results in the development in each individual
of a fixed internal social space. These structures are the products of com-
parison among images of different natures.
Philosophical and psychological aspects of the collective character of
human life have been examined by Rubenshtein in his work on the con-
junction of personal worlds in a republic of subjects, by Khintikki in his
conception of the semantics of possible worlds, byJaspers in his work on
existential communication, and by Batishchev in his research on the
nature of creativity. Researchers are devoting more and more attention
to the process whereby an individual internalizes another's encoded ac-
tivity. And if externalization-that is, the expression of a person's activ-
ity in a manifest thing-is objective, then the process of internalizing an
entity of the surrounding world is always variable. This fact presents re-
searchers with the unavoidable task of seeking a better comprehension
of the processes of understanding, transference of cultural values, and
of education in the broadest sense. Social identification is the name we
shall give to these fixed structures in objective and subjective social space.
As we have shown, psychologists and philosophers agree that human
thoughts are images that exist in the form of diverse types of associa-
tions. We have defined this multitude of thoughts in a person as his per-
ceptual space. Images are formed from the evidence of the five senses:
sight, hearing, smell, taste, and touch. In order for this evidence to be
transformed into images, it must be signified, that is, represented by
signs. We call this the semantics of informational space. To be given a
place in the system of signs, each individual sign must be unambigu-
ously interpreted, a process that is at the root of understanding. We shall
call this process conceptualization. Structures of understanding exist in
the form of conceptual models. The conversion of a conceptual model
into verbal expression is known as interpretation. Texts of every sort are
products of this process. The process by which texts are transformed
into documents is called documentalization (see Figure 1).
Thus, we have identified a minimum of five fundamental objects of in-
formational space that may be ranged on five corresponding object axes.
These are: image, sign, concept, text, and document. We must also
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consider the processes by which entities in informational space are ob-
jectified (externalization) and de-objectified (internalization). Thus we
have an axis of objectification: explanation-semantization-
conceptualization-interpretation-documentation; and an axis of de-
objectification: reading-studying-cognition-perception-realization.
The behavior of a subject in his or her informational space may be con-
sidered as either primarily logical or primarily intuitive. As a result, two
corresponding axes are formed: consciousness-personal contact-in-
struction-science-information activity; and meditation-telepathy-
faith-sacred books-religion. Informational space engenders a set of
reflexive processes also corresponding to the five subjects already re-
ferred to. This forms the axis of reflection: identification-ideography-
conceptography-textography-documentography. We may also, if we
wish, isolate the behavioral principles in informational space for each of
the subject contours: image recognition-self-learning-rules-reason-
ing-data structures. We may also identify the group of five respective
instrumental means by which the discrete nature of informational space
is overcome: databases and word processors-hypertext systems-
expert-text systems, and expert and hypermedia systems.
Just as oral culture gave way to written culture and, in turn, to printed
culture, so the latter will eventually lose its supremacy to computers as a
medium for exchanging audiovisual information. It is, however, neither
books nor computers that shape an individual's creativity, but his or her
independence or ability to think critically. "The abdication of personal
thought can be a cultural disaster, whether the abdication is done in
favor of a monarch, a tyrant, a religious authority, or a computer" write
Moser and Spangenburg (1985). This statement, true in itself, is, in my
view, based on a false premise. I cannot agree with their assertion that
"[t]he computer's implied endorsement of strictly linear thinking may
stifle our ability to take those creative "leaps" rambling side-paths, di-
gressions, and alternative explorations that are the very essence of cre-
ative activity and critical thinking" (Spangenburg & Moser 1985, 167).
An individual develops the ability to think critically and the tendency to
question in proportion to the broadness of his cognition of the surround-
ing world. The richer a person's internal life, the more difficult it is to
control him. The task of systematizing the diverse flow of information
he receives from sources such as computers requires of an individual
precisely those qualities-a capacity for analysis and a critical way of re-
lating to existing and newly arisen phenomenon-that the authors be-
lieve are endangered by computers.
Libraries, thanks to their role as storehouses of documentary culture,
are a stabilizing element in the cultural process. It must, however, be
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admitted that the library in Russia is not so much an institution of civic
society as part of the state structure. The ongoing process of dismantling
the existing state structure carries with it the danger of destroying many
social institutions that have existed within its framework such as librar-
ies. For this reason, it is essential that current criticism of the administra-
tive system not turn into criticism of its individual institutions. The prob-
lem of developing the library user's critical thinking should not be viewed
only in the narrow sense of training him or her in the use of a library,
but in a broader sociocultural context. Such an approach can accommo-
date the many-sided problem of how an individual masters an informa-
tion environment and will ensure that libraries are given more proper
treatment in various parts of the social system. Moreover, this approach
will encourage the librarian to adjust his professional activity to meet
the needs of library users and eliminate existing imbalances.
Libraries have traditionally been oriented toward collecting and pre-
serving documents. In their relationship to the user, libraries in our coun-
try have been part of the system of state and party propaganda, out of
which arose politicized criteria regarding the selection of materials, the
incomplete and distorted nature of libraries' holdings, and the lack of
information on the holdings of other libraries. Nor did analysis of the
flow of documentary information, toward which many theoreticians tried
to orient librarians, ever become a fundamental part of the library's ac-
tivity. The stupendous growth of print information has made the prob-
lem of its management acute. This is becoming more than a bibliographi-
cal and library science problem. Linguistic, psychological, and technical
discoveries are having an ever more powerful effect on the analysis and
synthesis of information. For these reasons, libraries must innovate; they
must show greater flexibility in devising [new] models of professional
conduct; in evaluating their effectiveness in terms of goals, objectives,
and results; and in managing with the help of marketing concepts.
Librarians are not, on the whole, well trained in the technologies used
to study, convey, forecast, and give shape to information needs. At the
same time, there is a sound basis for saying that the library system, in
particular, has presently at its disposal extensive information resources.
These large masses of information, accumulated and organized over the
centuries by libraries, have the potential value of helping individuals
form their personal view of the world. However, the inability of many
library staffs to turn this raw information into products and services may
exclude librarians from taking an active role in making information
policies.
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It may be said that the current status of communications in society is
characterized by the following features: (1) the appearance of a multi-
tude of economically independent entities subject to cultural and
information policies; (2) the replacement of hierarchical communica-
tions structures by networks; and (3) uncertainty with regard to prop-
erty rights in the production, processing, and diffusion of information
products and services. At the moment, it is unclear whether libraries
should: (a) offer all kinds of information, creating appropriate bases of
knowledge; (b) offer all or only certain kinds of documents; (c) conduct
their own information marketing or use the results of market research
done by other bodies; (d) develop their cumulative function [as the
memory of civilization] or reorient themselves to a broader spectrum of
information services.
DISCUSSION
ARP: This was an extremely interesting presentation. I would like to define certain
terms more precisely. The picture of the world obviously corresponds to our term
schema. But what does the term documentalization mean?
KAPTEROV: In English, the term that corresponds to it is documentation. In Rus-
sian, however, documentation [dokumentatsiia] is not a process but the result of
a process. It was importantfor me to emphasize that documentalization is a ques-
tion of a process in a series of other processes, the process of creating a document.
MELENT'EVA: Is it correct to oppose the library's cumulative function to all its
"other" functions? After all, this function is a fundamental one, the basis for
implementing all the others.
KAPTEROV: This question is intertwined with the specific character oflibrarianship
in Russia. It seems that American libraries have functions that are differentiated.
There are, for example, special depository libraries. In my opinion, the attempt in
our country to consolidate a variety offunctions in one library has led us either to
a dead end or, at the very least, has presented us with the problem of how to
differentiate libraries that are exactly alike or extremely similar to each other. In-
formation resources have been collected side by side, on neighboring streets, while,
in the rest of the world, the problem is solved not by multiple editions but by active
use. That is why I stated that the cumulative function of the library should re-
main, but it should not dominate. Or there should be specialized library deposito-
ries, preserving multiple copies and others to which one can always turn.
SOCIAL AND CULTURAL ASPECTS OF THE LIBRARY'S ROLE 55
REFERENCES
Leont'ev, A. N. 1983. "Analiz Deiatel'nosti." Vestnik Moskovskogo Universiiteta,
Seriia 14, Psikhologiia 2. Moscow: Izd-vo Mosk. Uni-ta.
Smirnov, S. D. 1985. Psikhologiia Obraza: Problema Aktivnosti Psikhicheskogo
Otrazheniia. Moscow: Izd-vo Mosk. Uni-ta.
Spangenburg, R. and D. Moser. 1985. "Computers and Rational Thought: Is the
Chip Taking Too Big a Byte?" The Skeptical Inquirer 10(2): 165-169.

IN SEARCH OF A DEFINITION
OF CRITICAL THINKING
Lori Arp
INTRODUCTION
The literature of critical thinking is diverse, rich, and full of contradic-
tion. Although the definition is debated, agreement exists among ex-
perts about the importance of critical thinking in education. This paper
will examine some of the arguments which discuss the importance of
critical thinking and then look at some definitions of it within the frame-
work of current behavioral and cognitive theory.
THE IMPORTANCE OF THINKING CRITICALLY
It is generally understood that people think without being taught to do
so. The question at issue is not thinking per se, but the quality of think-
ing, what this is, and how to teach it or instill it in the population. The
need for improving the population's quality of thinking stems from a
number of arguments. The importance of critical thinking has been
attributed separately to Aristotle, Plato, and Socrates in various articles.
But the earliest identified reference to this activity in American schools
comes from a 1938 report entitled The Purposes of Education in American
Democracy (National Education Association 1938 and quoted in Nickerson
1988, 4). The argument presented at that time for the inclusion of criti-
cal thinking in educational systems was that "critical thinking was part of
a citizen's preparation to be loyal to democratic society as a whole, and
not to be drawn into the sophisticated, political maneuverings of dicta-
torial powers" (Presseisen 1986, 3). It is perhaps not surprising that this
argument arose at the beginning of World War II after years of severe
economic depression. It is interesting, however, that this argument, and
others made during that period, failed to result in any lasting change.
The failure of early reports to affect change in educational practices has
been attributed to inertia and to a more disturbing issue. Raymond
58 Lori Arp
Nickerson argues that legitimate questions exist about whether the edu-
cational system as a whole, or society in general, has ever really accepted
"the idea that helping students to become independent thinkers should
be a primary educational goal" (Nickerson 1989, 7). He supports this
argument by commenting on Lauren Resnick's characterization of the
educational system. Resnick believes that today's educational system is
the inheritor of two traditions-one aimed at the elite, the other at the
masses. She comments that education for the elite always incorporated
critical thinking, whereas " [m]ass education was, from its inception, con-
cerned with inculcating routine abilities: simple computation, reading
predictable texts, reciting religious or civic codes" (Resnick 1987, 5).
What is new in this view of education is not the inclusion of critical think-
ing in elite education, but its inclusion in the curriculum of mass educa-
tion. Richard Paul elaborates: "Schools and socialization historically have
armed the mass of people with minimum levels of superficial knowl-
edge, functional falsehoods, and socially approved biases...people were
expected each to find a particular niche within the complex structures
of social life, not to engage in social critique, not to detect social contra-
dictions, not to expose pseudo-knowledge or to articulate suppressed
knowledge" (Paul 1989, 210). What emerges from much of this com-
mentary of past conditions is a fairly cynical view of the purpose of edu-
cation within society. This conclusion seems a particularly inflexible
view of the educational system. Since its inception over one hundred
years ago, public education has consistently strived to meet the expected
needs of its society. As the needs change, so has the design and develop-
ment of new goals within public education. In any case, whichever view
is accepted, what is interesting is why the "promotion of the democrati-
zation of thinking" (Nickerson 1988, 15) has become such a popular
issue since the 1960s.
A widely accepted reason why critical thinking is now considered a fun-
damental issue in education is based on economists' predictions. In the
postindustrial age, or the information age, the need for workers who are
able to adapt flexibly and with insight to changing economic conditions
has been cited as one of the strongest arguments to teach critical think-
ing. Many economists believe that to remain competitive, industry will
need to focus more on smaller quickly changing markets rather than on
the large bulk markets of the past. Paul recalls a famous open letter to
3,000 university presidents in which Donald Kenny succinctly phrased
this issue:
It simply will not do for our schools to produce a small elite to power
our scientific establishment and a larger cadre of workers to do basic
routine work....To maintain and enhance our quality of life, we must
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develop a leading-edge economy of workers who think for a
living....This means we have to educate a vast mass of people capable
of thinking critically, creatively, and imaginatively. (Paul 1989, 198)
Although economic issues are frequently cited as the most significant
reasons for the inclusion of critical thinking skills into mass education
programs, social and political implications of a global community have
emerged as reasons as well. Experts have commented that the world is
no longer composed of a series of largely self-contained societies inde-
pendent from one another. With changes in communication and travel,
economic, social, and political matters become increasingly global in
nature. Paul, for example, comments:
[B]oth underdeveloped and developed nations face complex
problems that cannot be solved except with significant conceptual
shifts on the part of large masses of people. Such large-scale shifts
presuppose increased reflective and critical thinking about deep-
seated problems of environmental damage, human relations,
overpopulation, rising expectations, diminishing resources, global
competition, personal goals and ideological conflict. (Paul 1989,
198-99)
Whatever argument one advocates-that critical thinking is essential for
maintenance of economy; to preserve democracy; to establish a global
community; or to simply cope with the increasing demands of a
postindustrial age-general agreement among societies is that one of
their most important assets is population. If the future is to be met head
on, this population must possess higher order thinking skills.
CRITICAL THINKING AND LITERACY
The issue of critical thinking, then, has a rich historical connection to
political and social issues of a society at a given period. It is interesting
to note that this historical connection parallels that of the issue of lit-
eracy and, indeed, is closely tied to this topic. The emergence of critical
thinking as an important educational tool in the 1970s closely parallels
the changing definition of literacy in society. In fact, critical thinking
skills and their need to be inculcated into society has been cited as the
linchpin which has resulted in changing the definition of literacy.
Literacy, in its original connotation, included reading and writing as
characteristics. In 1976, Hillrich defined literacy as "that demonstrated
competence in communication skills which enables the individual to
function, appropriate to his age, independently in society and with a
potential for movement in that society" (Hillrich 1976, 50-55). Clifford
then added that literacy had become a continuum; at one end lies an
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ability to reproduce letter combinations, at the other lie learning behav-
iors that are called logical thinking and higher order cognitive skills
(Clifford 1984, 479). The definition of literacy has changed as society's
needs have changed. Many present definitions accept that critical think-
ing is a part of literacy.
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With the large-scale call for educational reform of the 1980s focused on
the issues of literacy and critical thinking within this context, it is not
surprising that the literature on critical thinking is voluminous, diverse,
and comes from many different disciplines and areas of study. In 1991,
the ERIC database alone listed over ninety articles with critical thinking
as a major subject descriptor. Critical thinking as an independent topic
seems to have emerged primarily from the area of social studies, but
commentary within this area has overtones of both behavioral science
and cognitive science approaches to thinking and learning. Since its
emergence, critical thinking has been the focus of numerous disciplines,
such as English, rhetoric, education, and library science, to name a few.
Nickerson comments: "[T]o researchers and educators alike, THINK-
ING has a variety of connotations....If there is one point on which most
investigators agree, it is that thinking is complex and multifaceted and,
in spite of considerable productive research, not yet very well under-
stood" (Nickerson 1988, 9). For Paul, however, it is desirable to leave
the definition of critical thinking flexible. He states:
Rather than to work solely with one definition of critical thinking, it
is more desirable to retain a host of definitions, and this for two
reasons: (1) in order to maintain insight into the various dimensions
of critical thinking that alternative definitions highlight, and (2) to
help oneself escape the limitations of any given definition. (Paul
1989, 212)
With Paul's comment in mind, let's look at a few current definitions of
critical thinking.
One theory of the content of critical thinking skills resides in behavioral
psychology perspectives. Highly popular throughout the 1960s and 1970s,
behavioral psychology theories of learning originated around the turn
of the century. In this view of learning, behavior-the desired outcome-
was viewed as a measure of learning. This theory held that learning
could be broken into specific and separate skills which could be mea-
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sured through precise well-defined behaviors. Students were viewed as
empty "vessels" into which knowledge could be poured. The measure
developed to test behavior was objectives or criterion-reference testing.
The Taxonomy of Educational Objectives was developed in 1956 by a com-
mittee headed by Benjamin Bloom (1956). The taxonomy divided be-
havior into three domains-the cognitive, effective, and psychomotor.
In turn, Bloom divided the cognitive domain into areas in order of com-
plexity. These areas were: knowledge, comprehension, application, analy-
sis, synthesis, and evaluation.
In How to Write and Use Instructional Objectives, Norman Gronlund de-
scribes how critical thinking skills fit within the context of behavioral
theory. He states that higher-order thinking skills, such as critical think-
ing, are part of the top three categories of analysis, synthesis, and evalu-
ation. Analysis is defined as "the ability to break down material into its
component parts so that its organizational structure may be understood,"
synthesis refers to the "ability to put parts together to form a new whole,"
and evaluation is concerned with the "ability to judge the value of mate-
rial for a given purpose" (Grunland 1991, 32).
There is a very strong reaction to the behavioral psychologist's view of
critical thinking throughout the literature. Beyer, for example, states:
"Educators also err...by substituting critical thinking.., with the skills de-
scribed in Bloom's taxonomy"(Beyer 1985, 271). Behavioral psychol-
ogy approaches to the topic are viewed by many as misleading and con-
cerned with basic skills mastery. The rejection of this definition is based
more in the rejection of behavioral theories of learning as a whole than
on specific arguments within the context of behaviorism. By the late
1970s and throughout the 1980s, the view that learning could be mea-
sured solely by behavior, and that knowledge could be compartmental-
ized into discrete chunks was under serious review. New theories of
learning emerged, particularly lead by the fields of educational philoso-
phy and cognitive science. It is within this context that most of the cur-
rent definitions of critical thinking reside. Cole summarizes this issue:
"In contrast to the strong roots of the basic-skills-and-facts conception in
behavioral psychology, the higher-order-skills-and-advanced-knowledge
conception has a long historical tradition in philosophy and more re-
cently in cognitive psychology" (Cole 1990, 3).
In his article entitled "Critical Thinking in North America: A New Theory
of Learning, Knowledge and Literacy," Paul articulates seventeen points
which compare what he terms "the scholastically dominant didactic
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theory" and the "emerging critical theory" of knowledge, learning, and
literacy. These views have overtones of the behavioral and cognitive
view of learning. Here are a few examples:
1.a. (didactic) knowledge and truth can typically be learned best by
being broken into elements-the elements into subelements-each
taught sequentially and atomically. Knowledge is additive.
1.b. (critical) knowledge and truth are heavily systemic and/or holistic
and can be learned only by many ongoing acts of synthesis, many
going back between wholes and parts,...and that the whole we learn
have important relation to other wholes as well as their own
parts...each learner creates knowledge.
2.a. (didactic) learning is essentially a private monological process
in which learners can proceed more or less directly to established
truth, under the guidance of an expert.
2.b. (critical) learning is essentially a public, communal dialogical
and dialectical process in which learners only proceed indirectly to
truth...in this process authoritative answers are replaced by
authoritative standards for engagement in the communal process of
inquiry.
3.a. (didactic) the basic skills of reading and writing can be taught
without emphasis on higher-order critical thinking skills.
3.b. (critical) the basic processes of reading and writing are inferential
skills that require critical thinking,...critical reading and writing
involve dialogical processes in which probing critical questions are
raised and answered. (Paul 1989, 200-09)
Paul's last comparison refutes a hybrid approach to critical thinking which
was popular for a time. In this approach, behavioral psychology was
applied for "basic skills" which some believed had to be learned before
higher-order thinking skills could be introduced. Nickerson states: "The
notion seems to be that students should first be given a solid foundation
in enabling competencies, especially of reading and writing, and that
after becoming literate they can be taught to think" (Nickerson 1988,
35). In other words, the teaching of higher-order reasoning skills, or
critical thinking, should be presented after one has learned the basics.
This view has received criticism recently. Researchers now suggest that
thinking is "basic to the basics" and that one cannot become competent
in reading and writing without higher-order reasoning abilities
(Nickerson 1988, 3). In fact, there is debate whether thinking can be
considered a separate goal at all. In Nickerson's view: "Research is re-
vealing the deep and unbreakable connections among knowing, think-
ing, and learning" (Nickerson 1988, 34).
Cognitive science views learning as an interrelated whole in which the
student is an active participant in the learning process. In this approach,
what a student learns about a particular subject may depend very much
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on what is already known and on the structure of the cognitive model
already established. Learning is a process of conceptual change, or re-
structuring, of a cognitive model of the world. Thinking has been seen
as the process of restructuring (Nickerson 1988, 31).
Central to this view is work that has been conducted on novice versus
expert knowledge. Glaser characterized expert knowledge as:
* a coherence of what is known
* knowledge of domain-specific patterns or principles
* recognition of situation and conditions for using knowledge
* highly efficient performance
* use of self-regulating skills (meta-cognitive strategies, i.e., thinking
about how you're thinking). (Glaser 1984, 4)
Central to the view of expert versus novice reasoning is the concept of
domain-specific patterns or principles. A domain has been defined as "a
field or subject" (Ennis 1990, 13), and the general nature of this defini-
tion has been the focus of debate, particularly as it relates to the teach-
ing of critical thinking. The question is this: Can higher-order reason-
ing skills be taught by themselves or are they related to specific domains
and so must be taught in context? This question has had very real peda-
gogical implications, for it has been used as the argument to support or
refute separate courses in critical thinking.
The two scholars who crystallize this debate are Robert Ennis and John
McPeck. Since the 1960s, Ennis has been a leader in articulating the
importance of critical thinking. To Ennis, critical thinking is "rational
reflective thinking on what to do or believe" (Ennis 1962, 89). It in-
volves high level logical analysis of a problem which results in a conclu-
sion based on principles of logic. Ennis argues that critical thinking
skills are indeed generalizable, and that one need not be an expert in a
specific domain to think critically about that domain. McPeck disagrees
and argues that different fields have different logics, and that these are
not necessarily transferable. Neither individual is intractable on this
point. Ennis agrees that critical thinking "requires background knowl-
edge [and is] unlikely to transfer from one domain to another without
explicit transfer-inducing instruction" (Ennis 1990, 14). McPeck believes
that "there are, in fact, some very limited general thinking
skills... (but)... [t]he more general they are, the more trivially obvious
they are" (McPeck 1994, 12). McPeck adds, however, that: "Because
objects of thought can and do differ enormously in scope, quality, and
variety, I argue that there can be no one general skill or limited set of
skills (including formal logic) which could do justice to this wide variety
of objects. This is the reason that there can be no completely general set
of thinking skills" (McPeck 1990, 12).
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Many other individuals have entered into this debate. For example,
Nickerson argues that:
The importance of domain-specific knowledge to thinking is not
really debatable. To think effectively in any domain one must know
something about the domain and, in general, the more one knows
the better. The controversy...regarding the relative importance of
general thinking skills and domain-specific knowledge as
determinants of expertise seems to involve primarily a question of
emphasis. (Nickerson 1989, 13)
But others believe that until this question of domain-specific knowledge
is solved, testing for critical thinking will be problematic (Beyer 1985,
271). Ennis has characterized four teaching approaches to critical
thinking:
the general approach, which attempts to teach critical thinking
separately from other subjects; the infusion approach, which tries to
incorporate critical thinking instruction in standard subject matter
instruction and makes general principles of critical thinking explicit
somewhere and somehow; the immersion approach, which calls for
critical thinking in dealing with standard subject matter, but does
not make general principles of critical thinking explicit; and the
mixed approach, which combines the general approach with infusion
and/or immersion. (Ennis 1990, 13)
Numerous articles debate the facility of each of these approaches.
Another issue in the context of critical thinking argues that people can
have abilities that they do not use because of attitudes. Some theorists of
critical thinking now claim that, in order to be a critical thinker, one
must have both abilities and attitudes about learning. Norris comments:
"Critical thinkers are disposed to seek reasons, try to be well informed,
use creditable sources and mention them, look for alternatives, consider
seriously points of view other than their own, withhold judgement when
the evidence and reasons are insufficient, seek as much precision as the
subject permits..." (Norris 1989, 22). Paul defines critical thinking as
"disciplined, self-directed thinking which exemplifies the perfections of
thinking appropriate to a particular mode or domain of thinking" (Paul
1989, 214) and distinguishes between weak sense critical thinking, which
serves one group or viewpoint over any others, and strong critical think-
ing, which has openness to all viewpoints. Paul also identifies seven
intellectual traits which characterize strong critical thinking. They are:
intellectual humility, intellectual courage, intellectual empathy, intellec-
tual integrity, intellectual perseverance, faith in reason, and intellectual
sense of justice (Paul 1989, 219-21).
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Thus no simple answer exists to the question of "What is critical think-
ing?" But the question raises fundamental issues of the connection among
knowledge, thinking, and learning. The focus of several disciplines, the
topic has been intensely debated and numerous conceptual frameworks
presented to justify specific views of what critical thinking really is. Em-
pirical data exist that support many opposing views. At the same time,
all generally agree that if we are to meet the demands of the new infor-
mation age, critical thinking, or higher order reasoning, must be the
focus of educational practice. The topic is one of intense debate and the
focus of a number of different disciplines, all with different paradigms
through which views are justified. Empirical data exist to support many
opposing views. Yet there is general agreement that critical thinking or
higher order reasoning must be the focus of educational practice if we
are to meet the demands of the new information age.
CRITICAL THINKING THEORY AND THE CONNECTION
TO BIBLIOGRAPHIC EDUCATION
Libraries have traditionally been the repository of knowledge, but we
must strive to make them much more than that in an age which has
learned the strong connection among knowledge, thinking, and learn-
ing. We must help to stress and articulate the connection among these;
we must recognize that our own discipline is a domain with its own epis-
temological structures and schemata which must be transferred in an
active way to students whose cognitive model of information access may
need to be restructured. Bibliographic education is one of the strongest
ways in which we can make these connections for students and the edu-
cational community.
We must abandon fragmented approaches of teaching skills and focus
on the teaching of cognitive frameworks and concepts which apply within
our domain. We must stop lecturing on skill-based information out of
context. We must experiment. We must look at debates like those be-
tween McPeck and Ennis and identify what this means for bibliographic
education. We must stop letting bibliographic education programs run
with little or no money as an "extra" activity and instead accept that this
is a fundamental activity and responsibility of libraries and of the infor-
mation community as a whole.
We must examine our own documents and we should refute or defend
them. We must stop looking for easy answers, slogans, or simplistic con-
nections which dilute the complexity of the problems related to
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knowledge acquisition, thinking, and learning. We are in a unique posi-
tion to do so, for the ability to access information is unlimited if we learn
to think critically.
DISCUSSION
DVORKINA (MOSCOW INSTITUTE OF CULTURE): Do you think it is possible to teach
critical thinking or is it a question only of developing the proclivities a person
already has?
ARP: When someone is learning how to think critically, you can guide the process.
KAPTEROV (MOSCOW INSTITUTE OF CULTURE): What is the interrelationship of goals
and values during the process of developing critical thinking? Is there a difference
between these two concepts and which would you put first in terms of importance?
ARP: They ought to be part of one whole in order to be realized in practice.
STEPANOV (MOSCOW INSTITUTE OF CULTURE): You state that we should curtail lec-
tures on specialized subjects if they are based on information outside a given
context. Does this mean that I, as a teacher of bibliography, should present topics
to my students in the form of problems?
ARP: My presentation was based on standards applied in the United States. They
may not, in every respect, correspond to Russian practices. In our country, in-
struction on the whole concentrates on the acquisition of skills and know-how on
"how to do this." I believe that we have begun to move a bit further-in the
direction of critical thinking. On the other hand, many people in the United
States insist that in education everything should stay the same. My colleague
John Lindgren will also be addressing this problem.
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THE PUBLIC LIBRARY IN RUSSIA
AND THE WORLD AROUND IT
Boris Volodin
Public library services also vary from country to country: in some
places they are valued as a bastion of freedom and democratic survival;
yet Lenin, his wife, and subsequent communist leaders have seen
libraries as an important tool in engineering the triumph of Marxist
Leninist communism, and in some countries, even some quite wealthy
ones, public libraries remain curiously undeveloped. Are these various
differences merely accidental? (Buckland 1983, 9-10)
Russia is one of the few countries in the world where the term public
library is not related (in meaning) to the same English term. A library
was considered public if it was accessible to the broad public-i.e., to
everyone. Originally, however, the library termed as "public" in Russia
was, to a large degree, the opposite of public library in the British or
American understanding of the term. In the latter case, the term was
closely associated with the characteristics of a decentralized state, whereas
in the former it was associated with the peculiarities of a centralized one.
As far as we can judge from a Russian point of view, the American public
library, or its British equivalent, had its initial roots in the community as
a local library. It was established on the basis of taxes paid by residents of
each individual locality and serviced their needs. In doing so, it pro-
vided open and general access, not only to everyone as a whole but also
to each person in particular.
The Russian public library developed in another way. As far back as the
eighteenth century, and then in the early nineteenth century, there were
various initiatives taken by private persons concerning the development
of a system of public libraries throughout Russia, or at least its central
part, at the expense of the state. The question first of all was of establish-
ing provincial libraries and then expanding downward to the next im-
portant territorial unit-the district.1 The first public libraries were
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provincial; originating only in the most culturally advanced provinces-
i.e., where there was support from the governor and where an ad-
vanced intelligentsia existed as a strong movement. These libraries were
like small islands in the vast expanse of Russia. In terms of material sup-
plies, their potential was rather modest.
A movement to publicize the experience of the American public library
became very strong in Russia during the early part of the 20th century.
The most energetic student and promoter of this experience was Liubov'
Borisovna Khavkina. She wrote a large number of papers on the topic
and even completed a book on the New York Public Library (Khavkina
1920). She and some of her colleagues (E. M. Charnoluskaia [1911], A.
G. Kravchenko [1929], and others certainly deserve being remembered)
were active in promoting the [American] experience up to the late 1920s
in spite of the energetic campaign against bourgeois ideology after 1917
and the growing pressure to impose on Soviet libraries the ideological
task of educating people to believe in communism. During the 1920s,
professional publications continued to provide information on the best
experience that public librarianship in other countries had to offer. In
the early 1930s, however, they were deprived of even this opportunity.
By then the library of the totalitarian state, open to general public ac-
cess, acquired its definitive form and name, the mass library.
The principal differences between these two varieties of open and gen-
eral libraries can be clearly demonstrated by the Municipal Library of
Vyborg, one of the most interesting Finnish libraries of this time. The
American public library model had a large influence on librarianship in
Finland. This country provided the world with an example of the most
energetic adoption of the American library experience combined with
the deepest regard for its own (national) characteristics. The process
resulted in a number of public library buildings designed by the out-
standing architect Alvar Aalto. On the one hand, these buildings were
constructed to provide users with the fullest possible access to materials
by means of a gallery-type design allowing users open access to collec-
tions located on multiple levels. On the other hand, libraries of this type
were situated in northern areas so that their functional design necessar-
ily differed from those in America. The user was meant to appreciate the
proximity of nature to a greater extent, feeling light and warmth in a
physical sense. That is why in these libraries light came from above, from
the ceiling, and the heating system was also located in the upper portion
of the building (Gozak 1976).
The library at Vyborg, which opened in 1935, found itself five years later
to be in the territory of the USSR. It is the only library in the territory of
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Russia today originally constructed under the influence of the American
public library.
During the Soviet period, the first thing to change was the interrelation-
ship between the library's collection and its users. The system of open
access was eliminated for all practical purposes. The (original) design,
however, had not envisaged the need for room to store the full collec-
tion [as a closed collection] within the library, resulting in a shortage of
storage space. The processing system itself also changed so that services
were moved away to other locations, creating multiple pressures on the
librarian. Originally the institution was designed as a library open to the
user, inviting him or her to take advantage of all its riches, to choose
materials of interest-i.e., to gain knowledge, to meditate, to think criti-
cally. The Soviet mass library, once it settled into the building, from the
very start eliminated just this possibility. The building design itself re-
belled against this kind of forced rearrangement, and its unique poten-
tial was replaced by political objectives. Nonetheless, the Soviet mass
library did prove to be a good pupil of its American colleagues but in a
different context.
In contrast to Russian public libraries of the early 20th century, Ameri-
can libraries at the beginning of the twentieth century provided their
services to the entire population of the country, evoking a certain envy
on the part of their colleagues in Russia. The need to develop a network
encompassing the whole country was heavily promoted at the First All-
Russian Library Congress held in St. Petersburg in 1911 (Trudy 1912).
Even the communist-oriented librarians did not oppose but, on the con-
trary, completely supported the need to resolve this problem. Moreover,
the issue was given attention in the plan to reorganize library services
outlined in a series of brief works by Vladimir Lenin (Lenin 1978, 132-
133). As is well known, he suggested that a number of foreign innova-
tions and successful ideas be implemented in our libraries with vigor.
These suggestions on utilizing world library experience were later char-
acterized in Soviet library literature as the Swiss-American system. They
represented a specific list of innovations, techniques, and decisions that
could be put to use in Soviet Russia. The scale and speed with which the
whole of Russia was enveloped by a network of local libraries reflected
the influence of this foreign experience and how actively and skillfully it
was put into practice. The extent to which foreign experience was uti-
lized, and particularly the experience of how American libraries were
organized, would have been unthinkable in pre-1917 Russia. The
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application of this experience, however, took place with certain limita-
tions. Only superficial, purely technical methods, forms, and strategies
were selected that could be utilized irrespective of the essence of Ameri-
can library practice. Put another way, the essential part of the American
experience was extracted and thrown away since it was of no use to the
communist state. The essence, purpose, and goals of the mass (Soviet)
library were defined according to communist ideology.
In her book titled Bibliothekswesen in den USA [Library Service in the
USA], the German library scientist Elizabeth Simon takes issue with
Whitney North Seymour (1979, 187), an American specialist, and com-
pares American public libraries with the popular libraries
(Volksbibliotheken) of Germany on the eve of World War II. She ar-
gues, in particular, that the main differences between the library systems
are precisely in the degree to which these libraries are spread through-
out each country and the degree to which it is possible to use them to
promote a specific state ideology, in this case, Nazi ideology. Her conclu-
sion was that the German Nazis were defeated largely because they failed
in making the popular libraries subordinate to their goals (Simon 1985,
98-99). The libraries turned out to be rather poor and not very numer-
ous. The way the libraries lagged behind, in this case, played a positive
role in the broader historical context. If, however, this line of thought is
continued and Soviet libraries of the same period (1930s) are consid-
ered, it becomes clear why they had such a successful ideological impact
on the country's population.
Thus, to a certain degree, the Soviet mass library was established under
the influence of the American public library, although the forward-look-
ing experience of this democratic society began to serve a diametrically
opposite purpose in the Soviet Union. The Soviet mass library, more-
over, became the most ideologically oriented of all. Even in such an
ideological communist country as China, this process did not go as far
because librarianship there was not completely transformed into a field
of study subject to (politically) expedient tasks and purposes. This was
true inasmuch as the formal approaches traditional to Chinese learning
remained extremely strong, particularly the way of looking at libraries
in the context of the theory of elements, the impact of Confucianism
and other influences (Lin' 1991, 171-172).
Today in Russia, the dominance of one ideology has receded into the
past. But the mass library has not changed simultaneously into a public
one. Moreover, the mass library in its former (ideological) capacity has
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turned out to be of no use to the state itself, the latter having become
now quite different. The highest levels of government at present have
no knowledge of the true purposes of a public library. Libraries are be-
ing advised to fend for themselves as best they can. That is the situation,
in a social sense, in terms of the relationship between libraries and the
state. Even more complex is an examination of libraries in Russia from a
sociopsychological perspective.
The highly ideological character of the Soviet mass library actually pro-
duced outcomes that were rather unexpected. The absence of a system
allowing the free choice of materials, the biased description of items in
catalogs based on the ideology riddled BBK classification scheme, and
the existence of restrictions regarding even belles-lettres-all of these
resulted in a situation wherein, over the course of many years, librarians
and users played a certain game over access to social and political writ-
ings, carefully fulfilling all required instructions. At the same time,
breaches in the system were created allowing access to good classical
literature, to writing about the arts, and to science literature. For a con-
siderable number of users, the mass library not only failed to destroy
independence or interest in searching, it actually stimulated the desire
to search for materials and acquire knowledge, despite all the instruc-
tions and tasks meant to serve communist ideology. The library, whose
entire existence was directed at carrying out instructions and observing
rules and recommendations, became in fact a most active catalyst of criti-
cal thinking.
Today the restrictions have been lifted. It is no longer necessary to iden-
tify the obstacles and find a way around them. There is now access to the
literature that could not be found and that we waited for so impatiently-
literature in philosophy, religion, and other previously banned works.
Yet users have begun to desert libraries.
During the years when the Soviet mass library was in its heyday, the rest
of the world was assimilating the accomplishments of the American pub-
lic library and adding its own experience to it. Our Finnish colleagues,
for example, continue to do this in the field of library architecture ("Finn-
ish Library Buildings" 1988, 554). Even the term American public library
itself has ceased to be associated with an individual country and has ac-
quired an international meaning. Its values have been adopted in Japan,
Germany, Norway, etc. (Granheim 1990-91). Our progress in this direc-
tion appears to be considerably more difficult and slower.
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DISCUSSION
MELLON: Could you please explain why the number of adult users is diminishing
in many libraries?
VOLODIN: Specialized studies are, of course, needed but here is my personal opin-
ion. In an underground sense, our librarians were always involved with the kind
of work that our colleagues call the development of critical thinking. But this is
only one side of the issue. They were never paid for this work, it did not fall into
their line of duties, but the best librarians always did this. It was precisely part of
the way they related to users. In any case, this was a peculiarity of our libraries,
all their flaws not withstanding. Another side of this issue is that, in the atmo-
sphere of restrictions, the library user's search instinct was challenged (stimulat-
ing library use). Perhaps he found what he wanted on the black market, or still
somewhere else, some copies perhaps. But now, more often than not, the user waits
for someone to give things to him, because everything is allowed, and he expects
some kind of help, service, all the more so since today the librarian is sort of
obligated to do this. Thus we have this paradox. It can be found, moreover, not
just in libraries but in society in general, including the world of art. In the past,
for example, wonderful plays were put on in our theaters and all had something
to do namely with restrictions; now, when everything is possible, the level (of
theater productions) is falling and the same loss of users is underway.
OBERMAN: That is a very interesting observation. You can relate it to the well-
known aphorism that slavery is freedom and freedom is slavery.
NOTE
1 There arose at the next territorial level of Russia, which is equivalent to that of an
American (local) community, so-called popular libraries (narodnye biblioteki). They
had more financial difficulties than the Russian public libraries. They had much in
common with similar popular libraries in Germany, France, and some other countries
of Europe. See, for example: Volodin, Boris. 1991. RossiiskieRegional'nye Bibliotechnye
Tsentry: Tipologicheskii Aspekt. In Universal'naia Nauchnaia Biblioteka v Regione:
Perspektivy Razvitiia: Sbornik Nauchnykh Trudov. Leningrad: State Public Library, 11-50.
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BIBLIOGRAPHIC INSTRUCTION
AND THE MACHINE IN THE GARDEN
OF EDUCATIONAL REFORM
Jon Lindgren
"How may I assist you?" I ask the student who has approached the reference desk
in the library.
"I need to find eight sources of information on drug abuse," he replies, "and no
more than two of them can be book sources-at least six of them must be magazine
articles."
I escort him to a nearby CD-ROM workstation containing a database appropriate
to the topic. A few keystrokes produce references to dozens of articles on the topic of
"drug abuse." "Perhaps we should limit the scope of the search in some manner,"
I suggest.
"No, thank you," he replies. "It's only a three-page paper, and these first six articles
will be fine."
INTRODUCTION
In the United States, the stereotype of college or university students is
that they approach their education too passively. Frequently they are
characterized as lacking a zeal for learning, desiring mostly to be over
and done with it: perfunctorily they complete their research papers so
they can complete the course, get a good grade, graduate, and get a
good job. Students typically view coursework as boring--something to
be endured for the short term. However overgeneralized this scenario,
the contrast between the real and the ideal student can begin by defin-
ing the distinction between algorithmic learning and heuristic learning:
algorithmic learning is learning by rote; heuristic learning is learning
by discovery. Figure 1 suggests a series of contrasts that further elabo-
rate the distinction.
algorithmic learning vs. heuristic learning
passive vs. active
memory vs. understanding
subject-centered vs. student-centered
product vs. process
answers to questions vs. ways toward knowledge
"filling the bucket" vs. "lighting the lamp"
Figure 1.
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Professional educators at every level of instruction in the United States,
preschool through university, agree by overwhelming consensus that the
proper focus of education is not on the force-feeding of factual informa-
tion to students, but rather on the processes that inhere in leading the
student toward heuristic-not algorithmic-learning experiences. Nev-
ertheless, faculty most often continue to employ teaching methods that
tend to promote the algorithmic type of learning, even as they vaguely
hope that their students will somehow be stimulated toward greater in-
tellectual engagement with the subject matter of the curriculum. Nor is
this a recent orientation for education in the United States. Our mod-
ern educational reform movement extends back in time to John Dewey,
the American philosopher of education, who more than eighty years
ago espoused active over passive approaches to learning in formulating
his principles of progressive education. Educational reform in the United
States since then has tirelessly replowed the same ground as Dewey, con-
tinually seeking ways to involve students in a more vigorously active pur-
suit of knowledge, in which high academic performance is defined in
terms of heightened mental processes. The popularity of catchphrases
such as "creative problem-solving," "critical thinking," and "heuristic
learning, is evidence that we have not come very far since Dewey's day of
"progressive education" in achieving genuine educational reform.
In addressing the situation anew, however, it is useful to reflect further
on the goals of U. S. education. Arising from Dewey's theories of educa-
tion is the concept that the best kind of learning is that which changes or
transforms the individual learner. Despite the ongoing efforts to reform
education, however, the traditional and primary goal of higher educa-
tion in the United States has not been to improve student learning but
rather to increase and transmit knowledge. This thrust received its great-
est impetus with the launching of Sputnik in 1957, which fueled an em-
phasis on basic research and the development of new knowledge, espe-
cially in the areas of science and technology. To summarize, despite the
perceived inadequacy of teaching methods that emphasize the transmis-
sion of knowledge or subject content, that mode of instruction contin-
ues to seem so substantive and quantifiable, compared with more ex-
perimental methods, that it retains apparent legitimacy, and much of
U.S. education proceeds the way it did fifty or eighty years ago: the pro-
fessoriate creates new knowledge in the laboratories and libraries and
transmits it by lecturing to students. Thus, higher education follows the
age-old "filling-the- bucket" model of education even as it espouses the
goals of more "student-centered" approaches. Why do we continue our
quest for educational reform when it appears that progress is so marginal
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and sluggish if it is occurring at all? It is because we sustain a vision of
possibilities and a faith that improvements in pedagogy will eventually
come forth-that we will find improved understanding of the problem
and new approaches to implementing solutions.
One such approach is through "bibliographic instruction" (BI). BI can
be traced back more than 100 years in the history of U.S. education and
academic librarianship, but the concept and practices of BI have devel-
oped very slowly; even today they remain mostly outside the mainstream
tradition of U.S. pedagogy. Although librarians can point to some evi-
dence of progress in BI over the past twenty years or so, those ideas
about the library as a locus of educational reform have yet to be widely
embraced by the broader community of educators. BI may still be con-
sidered to be in its infancy in terms of the degree to which it is generally
recognized and accepted as inculcating an essential intellectual skill per-
tinent to the educated person's ability to participate in scholarly com-
munication-a type of literacy parallel with, and comparable to, read-
ing, writing, and speaking. 'That the concept of bibliographic literacy
remains in the early stages of its cultural development appears all the
more true in light of the new challenges and demands for educating the
user to access knowledge and information by computer.
The dominant element of current change both in higher education and
in academic librarianship is the application of computer technology. The
rapid growth of online database searching (especially on CD-ROM in
the past five years) has thrust the automated library processes of gaining
access to knowledge and information into the forefront, and its advent
has created an obvious and visible need for instruction of the user. As
one library educator has recently observed: "In an academic environ-
ment, better formal instruction [in database searching] is now more
important than ever and, potentially, now better than ever" (Tenopir
1992, 98). However, from the standpoint of fostering genuine "library
literacy," i.e., the student's intellectual understanding of the structure
and nature of published information and knowledge-how to gain ac-
cess to it, evaluate it, and use it-we need to be aware of the likelihood
that increased dependence of the library user on automated methods of
library research may tend, in the long run, to undermine, rather than
support, the goal of nurturing active learners; in brief, computerizing
the library may greatly vitiate efforts toward educational reform.
The reason automated library searches tend to subvert the broader goals
of information literacy is that, being computer-based, they are algorithmic
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by nature; the emphasis is on identifying bibliographic references per-
taining to the specific topic in question, and the searcher's attention is
therefore diverted away from any references to resources that are not
specifically relevant. To provide an example: a typical topic an under-
graduate student in the United States might investigate for an assign-
ment in a first-year writing course (or in an introductory course in such
subject areas as psychology, sociology, or public policy), could involve
the question of how television viewing may affect the psychological de-
velopment of children. Depictions of violent acts are common occur-
rences in U.S. television programming, and it has been estimated that,
by early adolescence, the typical U.S. child has viewed several thousand
acts of violence on television. And researchers have extensively studied
the question of the effects of televised violence on children. Further-
more, it is a commonly debated question in schools, in government, in
civic groups, and in the home.
Nevertheless, the question of whether televised violence produces an
adverse effect on children is not one that may be expected to yield a
definite yes-or-no answer; it is not a simple question of fact, and the ob-
ject of assigning such a research topic to an undergraduate student is
not for her to search for a correct answer. Rather, the purpose is to
engage the student in the process of examining several pieces of research
evidence (sometimes contradictory) relevant to the issue, so that the
student will make her own analysis of that evidence, and thereby come
to what will be the student's own conclusions on the topic, based both
on synthesis of the sources and insights and thinking on the matter.
The ideal result, then, is a written work that bears the unique stamp of
an individual person.
I am reminded of a story that will illustrate the point. A teacher in an
elementary school classroom asked the children to write an essay to be
handed in the following day on the topic, "My Mother." The next day,
the papers were collected and the teacher observed that two of the es-
says, written by identical twins, were precisely alike in every detail. The
teacher became very angry to see this evidence of cheating, and he con-
fronted them: "How did the two of you come up with exactly the same
essay? One of you must have copied the other's work. This is a very
serious transgression." "No," replied the twins, "the essays are the same
because we have the same mother."
Returning to the example of the student who searches for information
online, in the online public access catalog (OPAC) in my institution's
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library (which provides cataloged access to approximately 200,000 vol-
umes), she will likely be instructed to proceed in the following way to
search for resources on the effects on children of viewing violence on
television. The topic will be translated into three keywords for the three
major elements of the topic-children, television, and violence-with
the results shown in Figure 2.
Figure 2. Boolean search of Wilkes University Online Catalog
The virtue of the computer search, obviously, is that it can quickly per-
form the drudgery of sifting through bibliographic records in order to
locate references that embody the three primary elements of the topic-
a very time-consuming and boring process when performed manually.
And it is capable of being performed by computer precisely because it is
an algorithmic process.
What, then, is a student missing if she uses the results of such an efficient
computerized process to acquire the published resources in order to
inform the written research paper? Let us examine the question from
both narrower and broader perspectives. From the narrower view we
may ask, Is it not our purpose to acquire information on our topic quickly
and efficiently? Are we to ignore those sources of information that are
most specific and pertinent to the topic-i.e., which lie within the
81
82 Jon Lindgren
intersection of the universes of the three keyword searches? Are not
those presumably the best sources of information on the topic? These
are difficult questions to answer, and I am not suggesting that good re-
search can afford to ignore important contributions to knowledge on a
topic. Nevertheless, by limiting one's focus to those resources that speak
only to the narrowly defined specific topic, one is likely to digest and
report only the arguments and evidence of the published experts on the
question and thereby avoid the intellectual processes of analysis and
debate which lead an individual toward a personal understanding of the
issue.
The significance of the undergraduate research paper or project is not
that it adds to the stores of human knowledge; rather, it is a rehearsal,
or exercise of the mind, that trains the student for various intellectual
processes-i.e., to search for evidence that will support a conclusion; to
evaluate it and synthesize from it; to generalize rational conclusions; to
link the evidence with what else is known; and to find new relationships
with, and applications of, knowledge. In a thoughtful address given at
the 1979 White House Conference on Library and Information Services
by the former Librarian of Congress, Daniel Boorstin disputes the cliche
that "what this nation needs is an 'informed citizenry'.... rather, what
any free country needs is a knowledgeable citizenry....We can be informed,
but we cannot be knowledged. We must all acquire knowledge for our-
selves." But, with increasing reliance on computerized information stor-
age and retrieval, students-indeed, our culture at large-are becom-
ing more and more likely to confuse information for knowledge.
Are there alternatives to that trend? What are the best kinds of experi-
ences in which students learn to handle information, and how do these
experiences relate to library research processes, whether automated or
manual? It seems that active learning processes are embodied in those
situations where students are forging their own connections between
subject areas, making syntheses based on their insights. If we again look
at Figure 2, we may realize that if we could encourage students to look
beyond the resources that fall within the intersection of the three circles-
wherein lie references solely to resources that "pre-synthesize" all the
major elements of the topic-there are very likely many sources of knowl-
edge that could lead potentially to an even richer understanding of the
topic in question. To go back to our specific example, if we consider
using sources of information and knowledge that intersect between "chil-
dren" and "violence," we may find some that discuss the developmental
psychology of the child, perhaps including the wellsprings of aberrant
behavior. Or, to take another example, if a student were to research the
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question of censorship of the visual arts (see Figure 3), is it not likely
that she would overlook some intriguing material if she did not also
look at sources pertaining to other types of censorship-i.e., of books or
of the performing arts (music and drama)?
"Ar ks or
ature"
28 Articles 17 Articles
Figure 3. Boolean search of Humanities Index
I am not suggesting that U.S. college and university students never write
vigorous research papers that embody genuine intellectual achievement.
Yet most academic librarians and professors would instantly recognize
and assent to the general validity of my observations. Finding solutions
to the problem, however, will not be easy, and progress will be slow and
evolutionary-educational reform does not often occur precipitously.
Nevertheless, the key to progress will lie, generally speaking, with the
achievement of a more balanced emphasis on the three main variables
in the educational process: the student, the instructor, and the subject
content (see Figure 4).
VARIABLES IN THE EDUCATIONAL PROCESS
In the past, the primary emphasis throughout education in the United
States, especially at the university level, has been placed on subject con-
tent, not on the student nor on the methods of instruction. One bit of
evidence of this has been the reality that professors are hired, accorded
tenure, and promoted through the ranks largely on the basis of their
scholarly activities rather than on the effectiveness of their teaching.
Other evidence is the meager attention that is paid to preparing profes-
sors for their careers as teachers (as opposed to the research aspect of
their profession), and to the improvement of teaching performance as
they practice their craft over the years. All this is changing, however
slowly.
Jon Lindgren
Student Body of
Knowledge
Instruction
(professor)
Figure 4. Variables in the Education Process
What will be necessary to make the library central to whatever changes
that transpire in education will be for academic librarians to assume a
more active collaborative role with the classroom faculty in the educa-
tional process. In the past, librarians have been characterized as passive
custodians and purveyors of scholarly resources-gatekeepers as opposed
to educators. But librarians possess understanding not only of the library's
resources, how these are organized, and the increasingly sophisticated
means of access to them, but also of the ways in which students use (or
do not use) the library. Let us look at some possibilities for increasing
the emphasis on learning (students) and on teaching (faculty) factors in
the educational equation.
First, it is important to understand that all students-even at the level of
higher education-exhibit patterns of intellectual development over
time. Educators must come to understand that assignments that are too
challenging, or not challenging enough, apropos to the student's stage
of development will likely result in either student frustration or bore-
dom. For example, it is usual that beginning college students are not
yet capable of the intellectual sophistication necessary to handle a re-
search topic requiring them to make a policy proposal on a complex
public issue. On the other hand, an upper-level student may find a re-
search assignment that involves application of a simple theory in a com-
parative study not sufficiently challenging to sustain her interest.
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Another example of the need to understand student development is the
factor of the student's frame of reference to, or background understand-
ing of, a topic. Educational theorists know that it is far more likely for
learning to take place when a person already knows something about a
topic; yet, that factor is seldom taken into account when a professor sim-
ply assigns a topic to a student for a research project, rather than coach-
ing the student on development of a topic idea. Similarly, there are
motivational strategies that one can learn to incorporate into one's teach-
ing, whether one is a regular classroom teacher or a librarian providing
bibliographic instruction. For example, there are new concepts of teach-
ing that are being used in the United States that rely more on develop-
ing a "team" or collaborative group approach to learning, as opposed to
the traditional methods that emphasize memory learning, objective test-
ing, and competition among students for the highest grade.
Current educational reform can also seek to encourage students to take
risks in their learning--e.g., in their selection and shaping of a topic
and the means of making an approach to it uniquely their own. We
should be able to challenge students to change their traditional think-
ing about the educational goals of the research paper. Typically, they
consider the final product to be of primary importance, and they insu-
late themselves from failure by not taking risks in the research/writing
processes. But one does not go to the game simply to learn the final
score. If we examine again the diagram (Figure 2) of the Boolean search,
we can recognize risk-taking schematically as the student's attempt to
make connections among the resources that may lie outside the inter-
section of the major search elements. To cite a specific example, a stu-
dent who locates a bibliographic reference to a theoretical study of tele-
vision as a medium for communication of social values could bring find-
ings from that knowledge source to bear on an examination of other
research findings on learned aggressiveness in children. And therein
can lie the quality of "original" synthesis that we have previously identi-
fied as a hallmark of active learning.
Despite the hazard fomented by library automation on educational re-
form discussed earlier, and the likelihood that the machine can tend to
close down, rather than enhance, some of the processes of critical think-
ing, it is likely that we are only beginning to understand how the minds
of library users relate to computer-automated searching. It seems obvi-
ous that the mental dynamics of bibliographic searching by machine are
qualitatively different from those of manual searching of printed biblio-
graphic sources (i.e., indexes and abstracting journals); in other words,
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the heuristics of learning are different from one medium to the other.
And, since online database searching provides so many more ways of
approaching the published literature on a topic (e.g., through nearly
infinite variations on keywords and synonyms, truncation, as well as use
of Boolean operators on keywords), the heuristics of learning may be
far richer in potential by using the machine-searchable database than by
manually searching a printed index. The important question, however,
is to seek to understand user searching behavior as it is affected by the
online search process and to incorporate that understanding into the
design of user instruction.
Another example: if it is assumed to be important for a student to learn
to locate sources of overview on a topic wherein she can rapidly survey
the main trends of research on a topic, then it will be useful-even nec-
essary-to locate a genre of publication called a literature review. With
the usual printed sources of bibliographic access, however, very few in-
dexes and abstracting journals would enable the researcher to locate
this type of article, especially on a given topic. By contrast, however,
online searching can easily locate such articles, merely by using the key-
word "review" and by searching in Boolean combinations with other
descriptors, keywords, or terms pertinent to the subject matter. Observe
the results of a search for review articles on the topic of the disease AIDS
in two databases-Social Sciences Index and Cumulative Index to Nurs-
ing and Allied Health Literature (see Figure 5).
The point is not merely that the student researcher can learn to per-
form this search efficiently, easily, and even elegantly, but that the
machine's capability for performing such a search can bring the student
to an awareness of the review article as a singularly valuable category of
information.
My thesis is that there are worlds to explore and understand regarding
the machine's capacity to function heuristically, but this understanding
will not be easily earned. And librarians must come to a balanced un-
derstanding with regard to the three variables that define the scope of
their bibliographic instruction: the student mind, the intellectual con-
tent of bibliographic access to knowledge, and the pedagogy by which
the connections among them are forged (see Figure 6).
DISCUSSION
MENIAEV: Is it your opinion that a third party has appeared in the instruction
system-the student, the teacher and the librarian?
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Social Sciences Index CINAHL (Nursing)
7 Review Articles on 10 Review Articles
AIDS on AIDS
Figure 5. Results of search for review articles and AIDS in two databases
Student Knowledge of
Library Research
Instruction
(Librarian)
Figure 6. Variables in the Bibliographic Instruction Process
LINDGREN: Yes. Earlier the main burden was subject knowledge.
MENIAEV: But how can this be implemented-after all, you would need as many
librarians as teachers?
LINDGREN: No, it simply means that the librarian must work very closely with the
instructor.
KITOV (MOSCOW INSTITUTE OF CULTURE) : When you were speaking about new meth-
ods of instruction, you use the term team, meaning a group of learners. Our
politicians and academics are saying today that we must reject this, that it was
precisely collective [group] instruction and learning that brought us to this dead
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end, that some kind of competition is essential in teaching. Is your assertion the
result of convergence or are you now moving toward our system?
LINDGREN: The Japanese have defeated your country and mine. And, by the way,
they have made use of group methods in their system of education. To speak more
seriously, however, there needs to be a combination of both methods. The old meth-
ods of individual instruction and learning are based on a transference of knowl-
edge. Group learning, on the other hand, is a process of active acquisition of
knowledge.
KITOV: But, obviously, one cannot combine these two systems if one is based on
competition and the other on a sense of collectivism. One can use a variety of
teaching methods in different types of higher educational institutions, but, in my
opinion, this is not possible in a single instruction process.
LINDGREN: I think we have a problem here in the very definition of a team, a group.
TEPLITSKAIA (LIBRARY OF THE NATURAL SCIENCES, ACADEMY OF SCIENCES): You men-
tion in your talk of the relationship between the bibliographic instruction of stu-
dents and computers. However, it is not only students who need such instruction,
but also instructors and scholars. I am interested if you have any kind of results
or analyses describing this type of instruction and its relationship to the instruc-
tion of students?
LINDGREN: We have conducted workshops to teach instructors and have tried to
teach groups of teachers to search computerized bibliographic databases, but our
results were not very successful. Instructors prefer that librarians conduct these
searches instead of doing it themselves. After all, in order to search by computer
successfully and quickly, one needs experience and constant practice.
KIMMAGE: It should be stated that there is a variety of experience in this area and
a variety of results. At our college, for example, attempts to teach instructors to
search computerized databases have been rather successful.
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BIBLIOGRAPHIC INSTRUCTION AND THE
DEVELOPMENT OF CRITICAL THINKING
AMONG YOUNG ADULTS
Slava Matlina
For the most part, both domestic and foreign theories take a pragmatic
approach to the introduction of young adults to bibliographic instruc-
tion (BI), emphasizing its technological aspects. To a great extent, this
narrow approach is due to stereotypical professional thinking that places
artificial "partitions" on the many aspects of library activity. As a result,
attempts are made to contrast professional and educational reading, in-
formation services, and leisure activities, and the knowledge (cognitive)
and entertainment-oriented aspects of library service.
But BI is not just the acquisition of information searching skills. Its task,
over and above other things, is to develop the culture of reading-i.e.,
the ability to select and evaluate published materials and the facts and
events they describe, and to defend one's interpretation of them. It fol-
lows, therefore, that BI is not a separate or autonomous aspect of library
service but one that integrates the various activities of libraries that serve
young adults, whether they be in institutions of higher education, schools,
or public settings. In a broad sense, the content of BI can be regarded as
the development of thinking through dialogue: it makes little difference
whether we mean dialogue with a book, a librarian, other users or in-
vited guests, with a card or printed catalog, or a machine. Being a form
of creative interaction, dialogue stimulates reflection and forms the ba-
sis for a critical nonconformist understanding of reality.
An analysis of our library activities in BI reveals its dual ambivalent na-
ture. According to one of our American colleagues, Paul Wasserman,
this is characteristic of any library involved with BI and can be under-
stood as the uniting of practical activity with the implementation of mis-
sion-oriented tasks (Wasserman 1978).
On the one hand, it is apparent how highly ideological Russian libraries
have been and how rigidly the library hierarchy controlled the disclo-
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sure and display of resources, giving obligatory prominence to the so-
called "primary sources" of Marxist teaching. A subject-oriented and
discrete reflection of documents in reference and bibliographic tools,
which had been forbidden since the 1940s and 1950s, was not allowed in
the majority of libraries until now. Even in the libraries of institutions of
higher education, not to mention public libraries, priority was given to
the requirements of the so-called ideological aktiv: the party and
komsomol [communist youth league] members and all others involved
with agitation, propaganda, and lecturing. The elements of BI with po-
litical importance were given primary attention, while its educational
merits were of secondary interest.
Users were introduced to the world of literature and information with
the help of reader guidance. Publications were divided into useful and
harmful types. Library specialists developed ideal multifaceted reading
lists addressed to ideal groups of users, where every branch of knowl-
edge, type of literature, or genre had its specific place and relative im-
portance. Although some adjustments for individuality were made, the
task was to lift all readers to this "ideal"-both the young and the adult
reader-regardless of predilections or preferences. This could not fail
to make young people construct a distorted information model of the
life around them. Conformist thinking was conditioned by the content
of book displays, special programs for the masses (not only for separate
groups of pupils, but also for educators, instructors, etc.), and self-edu-
cational "reading plans." These "plans" were directed toward presenting
"ready-made" truths and ignored independence and inquisitiveness in
the search process.
In introducing students to BI, other goals of the library are being imple-
mented simultaneously. They are inherently part of the library's defini-
tion as a social institution whose informational resources, taken as a
whole, reflect the reality of a changing developing world. What I have in
mind relates to print documentation as a stimulus not only of intellec-
tual but also of aesthetic activity. Belle lettres and especially literary clas-
sics, along with the emotions and feelings aroused during the reading
process, stimulate critical nonconformist thinking to no less a degree
than the changing world around us.
Nonconformity is also stimulated by another characteristic of the library
related to interpersonal communication that occurs between librarian
and user as well as users with each other and exceptional people invited
to the library (for talks, seminars, etc.). This kind of communication, if
DEVELOPMENT OF CRITICAL THINKING AMONG YOUNG ADULTS 91
it is to be genuine, cannot be confined to what is "permissable"; it acts,
moreover, as an impediment to intellectual and spiritual stagnation.
Finally, one should take into account the fact that the library is a reposi-
tory of resources gathered over many decades and deals with more or
less constant groups of users who live nearby or study at specific schools
or institutions of higher education. In this sense, library activities help
maintain a certain social stability that is realized through the transmis-
sion of moral and aesthetic norms, social experience, and cultural tradi-
tions. The preservation and transmission of traditions to a broad spec-
trum of the population during a period when they are being subjected
to widescale destruction allows us to consider the library as a unique
phenomena of culture. It is no accident that this aspect of library activity
was vigorously rejected by the agencies responsible for culture as they
attempted to standardize the work of various libraries.
The direction of library activity indicated above is based on critical and
analytical methods that help reveal the user's tastes and preferences, his
evaluation of books read, and his encounter with other opinions in the
course of discussions about books and the problems they raise. Even
during the early period, when Soviet libraries were first being organized
and engaged in the struggle against illiteracy, people who had hardly
learned to read and write were taught to discuss what they read and to
express a personal opinion (Matlina 1992). This tradition has contin-
ued to this very day, although the cost has been high. Public libraries
and libraries of educational institutions (schools, universities, institutes,
etc.) organized discussions of fiction and educational nonfiction in the
form of readers' conferences. Competitions were run for the best book
review by a reader, displays and exhibits were organized as well as a per-
manent exhibit with reader recommendations titled "The Book I Like
the Best." In order for readers to participate in these programs in a seri-
ous way, they had to examine a wide range of literature and consult a
variety of bibliographic sources.
During the 1970s, the worst phase of the zastoi-or period of stagna-
tion--discussion clubs, including special ones for young people, appeared
throughout the country. The clubs that were affiliated with libraries arose
as associations of people with similar views who had the opportunity to
discuss in public "hot" topics, published works, and amateur literary works
(never subjected to censorship). Their attention centered on analysis,
comparison, and a search for historical parallels, genre relationships,
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and other types of similarities. For all intents and purposes, what was
taking shape here was not just critical thinking but, to some extent, a
spiritual opposition to the existing regime.
In addition to critical and analytical methods used to introduce students
to BI, other forms have been used as well, such as point-of-use informa-
tion, direct instruction, and games. A series of research projects was con-
ducted in order to develop the methodologies for these forms. Some
parts of the research considered the total range of methods used to teach
BI (Kirpicheva 1976), while other parts emphasized the search for ways
of preparing and making effective use of such an important tool as rec-
ommendatory bibliography (Rekomendatel'naia Bibliografiia v ... 1969-
77). A third part was aimed at revealing the psychological particularities
behind the formulation and precise definition of informational requests.
All this research provided the basis for developing an optimum approach
to bibliographic searching that would help users find relevant informa-
tion independently and rather efficiently (Shapiro 1974, 33-40. See also
"Logicheskie Skhemy dlia Obucheniia..." 1975, 36-42). Instruction was
aimed not only at finding answers to typical questions but at finding
answers to questions that require the use of heuristic methods as well.
The result of all these investigations was the development of a system of
forms and methods for bibliographic instruction (Matlina 1981, 32). In
the case of visual aids, for example, these included traditional book dis-
plays, charts outlining the location of collections, posters, labels, and
pictorial symbols. All these formats assist the user in searching for a spe-
cific publication, selecting materials on a particular subject, or finding
factual data. Large libraries were the first to begin creating diagrams
and charts designed to facilitate use of their specific search systems. Later
the publishing house Kniga began to publish these materials centrally
for all public libraries. In the case of verbal or oral forms of instruction,
one can enumerate bibliographic seminars, reviews of various types of
publications, and consultations in different parts of the collection at card
catalogs or at card files. Bibliographic instruction aids in print format
include all kinds of library guides and handouts.
Complex forms of bibliographic instruction, such as one- or two-year
programs in schools and universities, have been met with enthusiasm on
the part of users. Public libraries have organized these together with
educational institutions, branches of local book clubs, and groups of
interested readers. Moreover, school, higher education, and public li-
braries have regularly conducted special programs of library instruction-
e.g., Bibliography Days-addressed to the needs of young adults. To make
instruction more attractive, a new kind of program, called "Informina,"
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was approved for use at libraries of higher educational institutions. At
Tartu University in Estonia, for example, such a program was conducted
in two stages. The first, for correspondence school students, ended in a
competition involvingjudgment of term papers. The winners of this first
stage then took part in the second stage. It consisted of a kind of public
class with games, performances, sketches, and presentations. Later, as
mass media became involved, in places like Estonia and Lithuania, local
radio and television stations regularly began to conduct competitions
and quiz programs testing young people's knowledge of libraries and
how to find information. The TV Club of Lithuanian School Children
even organized a special section for book fans. These television pro-
grams, presented as shows, have helped young people learn material
that is didactic in nature. Their humorous and ironic tone counteract
the excessive organization behind this type of social action.
It can safely be said that, by the middle of the 1970s, a rather good sys-
tem of BI had been developed throughout our country. Following the
instructions of the Ministry of Higher and Secondary Specialized Educa-
tion, technical colleges and other institutions of higher learning intro-
duced programs to teach students basic information, library, and bibli-
ography skills. The promotion of BI among young adults not enrolled
in universities or institutes has been done by combining BI with pro-
grams of economics education and existing forms of professional devel-
opment. In a number of areas, all information-related institutions and
public organizations with ties to local book clubs have been participat-
ing in this work. However, in the last ten to fifteen years, this valuable
experience has been lost, and that is why today it calls for serious reex-
amination.
Thus, it is possible to distinguish two parallel and ostensibly incompat-
ible directions in the development of BI. In real life, however, they often
intersected each other, sometimes dramatically, as in the case of the Sci-
ence Fiction Fan Club broken up in 1984 by order of the Party's ideo-
logical organs.
The problems of the library's economic survival have exacerbated the
tension between the need to improve the level of teaching of BI and the
[poor] condition of our informational resources. Computerization has
made it clear that we need to enhance computer dialogue with interper-
sonal communication, machine searching with manual searching. The
effectiveness of the latter, in some situations, is greater in terms of devel-
oping reflection and introspection. Even with all its drawbacks, manual
searching of card files has its advantages. One of them, for example,
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relates to the heuristic peculiarities of searching for information on an
issue that is unclear or hard to define. A logical examination of book
descriptions in several sections of a catalog can help a user clarify what
he needs and sometimes uncovers new areas of knowledge for the user.
The main problem in introducing students to BI is shifting the emphasis
from narrow functional applications to aspects of content. The removal
of ideological dictates and the relaxation of administrative decrees now
give the library itself the basis for establishing its priorities rather than
formulating them according to orders from "above." In this period of
economic instability, it is important to reach out to those groups of young
adults most in need of social and cultural support. They include teenag-
ers who are difficult to deal with, members of young families, disabled
persons, and representatives of the diaspora. For these users, the library
becomes not just a place to find books or enter into a spiritual and intel-
lectual culture; in the midst of general upheaval and shock, the library
embodies, in a definitive sense, social and psychological stability and,
though it be quite illusory, an equality in services and access to informa-
tion. The books banned yesterday and published today, along with other
literature in newspapers, magazines, and journals, help develop the ability
to think and reexamine preconceived notions. There is no other place,
moreover, where young people can get this information free of charge.
There are other things too that are no less important if public libraries
are to be put to good use. They include the special programs for young
adults and people of different age groups that offer the chance to relax,
have fun, watch videos, and at the same time learn interesting informa-
tion about new books and records. A young mother visiting a library
collection with materials on "family life and communication" is right to
expect her child to be engaged in play or by a slide program while she
selects a book, chats with a friend, or attends a lecture by a psychologist.
These examples have been used to illustrate the priority of direct inter-
personal contact that can help promote individual development no less,
and sometimes to an even greater degree, than reading or factual knowl-
edge. In various library situations, this type of contact provides an es-
cape from stress, allows people to forget personal problems and every-
day squabbles, and, in a broad sense, eases the tensions between differ-
ent social, ethnic, and age groups.
I am consciously drawing together aspects of library activity that are prob-
ably far removed from each other. On the one hand, I think that BI
today embodies a clear understanding of the library and its information
resources as "a gateway to the larger world." But, on the other hand,
introducing young people to bibliographic instruction confronts us with
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the task of broadening these possibilities and forces libraries to build on
the expectations users have of them.
Tying together the substantive and technological aspects of BI, overcom-
ing nihilistic attitudes toward the accumulated experience of the past
that still has value, and searching for new ways of adequately reflecting
the personal and social needs of young people can provide practical
justification today for the library's existence and all its activities to date.
DISCUSSION
MELLON: Does what you call bibliographic instruction relate more to drawing or
attracting readers to the library than to the actual process of teaching people how
to use the library?
MATLINA: I had both of these things in mind, especially since the experience of our
former Baltic republics involved experience with groups of users who are fairly
sophisticated.
MELLON: I would like to ask another question on a different topic. At what age do
people in your country begin to work?
MATLINA: Before, it used to be at sixteen, but now it has changed and they are
beginning at fourteen, even at twelve. Officially, this becomes possible at eighteen,
which is considered the end of childhood.
MELLON: Did the material in your talk also relate to children's libraries?
MATLINA: To a very large degree, although, unfortunately, I could not give it the
proper amount of attention in my paper. BI programs are particularly active in
our children's libraries or, at least, in many of them.
GOLUMBEVA (RUSSIAN STATE CHILDREN'S LIBRARY): I would like to add to what has
already been said. For many years now, our children's libraries have conducted
systematic, purposeful, and specialized programs of bibliographic instruction for
children of various ages. These programs have been implemented jointly with el-
ementary schools, and we have also worked individually with library users. Of all
the forms of instruction and devices we use, I would like to single out our work to
improve the library literacy of the leaders of reading. (The American participants
of the seminar are perplexed, not understanding what is meant by the term leader
of reading.) This person is the most intelligent and best read young reader in a
particular group.
MATLINA: Leaders of reading, including those made up of children, are one of the
many various groups of readers we have; they influence other readers, and that is
why it is particularly important to improve their level of library literacy.
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BIBLIOGRAPHIC INSTRUCTION, LIBRARY
EDUCATION, AND THE ROLE OF THE
ACADEMIC LIBRARIAN
Thomas G. Kirk
INTRODUCTION
This paper is intended for an audience unfamiliar with the U.S. educa-
tional system, higher education, professional library education, and cur-
rent developments in academic librarianship. Therefore it takes a broad
survey approach with the intent of discussing the role of education for
librarianship in preparing professionals for teaching roles as academic
librarians. Alternatives to formal professional training are explored since
traditional degree programs lack some specific content which teaching
librarians need.
To provide a context for the discussion, and to provide background for
those unfamiliar with the field of academic librarianship in the United
States, the paper reviews two key topics. First is the history and present
status of professional education for librarianship in the United States.
The goal is to summarize the historical developments that have produced
the current system and the content of current degree programs. Second
is a brief history of the concept of current degree programs. Next is a
brief history of the concept of bibliographic instruction. The emphasis
is on the changing conceptual framework within which instruction pro-
grams have operated, particularly over the last thirty years.
Within this context, the paper reviews the strengths and weaknesses of
library education in preparing academic librarians to teach. Since there
are gaps in library education degree programs, activities for filling the
gaps are suggested.
HISTORY OF PROFESSIONAL LIBRARY EDUCATION
IN THE UNITED STATES*
Until the first half of the 1800s, professional librarians were primarily
secular scholars or clergymen. But in the same century, the number and
*(This review is based largely on Education for Librarianship 1972).
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size of libraries increased significantly along with the amount of pub-
lished material. As a result, there were increasing pressures for new ways
of organizing and operating libraries which in turn lead to the need for
a new type of librarian. Incumbent librarians of the traditional type re-
sponded to the increasing demand by developing a body of knowledge
and standards practice which became more specialized and technical.
As a result, it was necessary to find ways to communicate this body of
knowledge and standard practices to others. To fulfill this need, the
American Library Association was organized in 1876, and the first li-
brary school at Columbia University was formed eleven years later in
1887.
Shortly after the formation of Columbia University's library school, other
schools were formed. Some did not last while others have continued to
the present day. Most notable are Drexel Institute of Technology, Phila-
delphia (now Drexel University); Pratt Institute; Armour in Chicago
(which later became the Library School at the University of Illinois);
followed by schools at Syracuse University; Simmons; Western Reserve
(now Case-Western Reserve); and at major public libraries in Atlanta;
New York; Los Angeles; and St. Louis. The curriculum in these schools
was a one year program heavily focused on technical practices and was
associated, even in the academic institutions, with the library rather than
operating as an academic department.
As these schools were developing, the American Library Association
became concerned about the quality and content of education for
librarianship. This eventually led to ALA becoming the accrediting agency
for library education. However, since the period immediately after World
War I, there has been a split in professional library education and schools.
Curricula and the accrediting agency for preparation of school librar-
ians has been different from those for all other types of librarians.
In the course of the development of larger and more complex libraries
in the United States between the two world wars, the nature and level of
professional library education changed. The most significant, perhaps,
were the changes resulting from the 1923 report on Training for Li-
brary Service, prepared by Charles C. Williamson under the sponsor-
ship of the Carnegie Corporation. The report distinguished between
clerical work and professional work and began a process which contin-
ues today of articulating the basic concepts which are the object of pro-
fessional practice. In addition, the report called for library education to
be an academic department of the university.
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The report also called for a two-year post-high school program in order
to adequately cover the necessary content. In later years, the length of
the program grew until it reached five years. This introduced the con-
cept of library education at the graduate level, which is the standard
today. While undergraduate degrees in library science continued well
into the 1960s, they were not the standard after World War II and have
largely disappeared.
One of the other significant developments of the period between world
wars was the founding of a library school at the University of Chicago.
The importance was due to the fact that it was an independent depart-
ment with its own educational program clearly separated from the prac-
tice of a particular library. In addition, the Chicago program developed
a doctorate in library science, began publication of Library Quarterly, and
in turn contributed extensively to the development of a philosophy of
librarianship.
As a result of the launching of Sputnik on October 4, 1957, there was a
major overhaul of the educational system in the United States. One as-
pect of that overhaul was a restructuring of library school curricula. The
restructuring was fostered by the then new ALA Office for Library Edu-
cation in 1966. Perhaps the most significant development of the period
was establishment of the concept of a core curriculum for the master's
degree. The core curriculum, established independently at each school
of librarianship, most often contained some or all of these areas:
Introduction to Library Science;
Cataloging and Classification;
Bibliography and Reference;
Book Selection;
Administration;
Research Methods; and
History of Books and/or Libraries
While variation in content has occurred over the twenty-five years since
1966, the concept of the core curriculum has become well established.
In addition to the core curriculum, students take several electives which
allow them to sample various areas of librarianship, to specialize in a
type of library (e.g., academic, special, public), aspect of library opera-
tions (e.g., cataloging, reference, children's services, audiovisual services),
or focus on areas of study outside librarianship such as computer
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programming and applications, languages, education, or other subjects.
In this latter case, students are often pursuing graduate study in the sub-
ject area of their undergraduate major.
The one year masters' degree has been considered the standard profes-
sional degree for some time. However, not all programs are limited to
one year. Some programs are two-year programs and, because many stu-
dents are employed and attend school part time, degrees often take more
than the one or two years. The differences in the length of time do not
affect the level of the degree awarded; they are all at the master's level.
Most academic library employers make graduation from a library school
accredited by the American Library Association a basicjob requirement.
This requirement has strengthened the hand of the ALA Committee on
Accreditation and has given them considerable power in setting accredi-
tation standards. The basic content areas of the master's program re-
quired by the ALA Committee are:
* an understanding of the role of the library as an educational and
information agency;
* an understanding of the theories of creating, collecting, organizing,
accessing, and preserving information for use;
* a knowledge of information sources and an ability to assist the user of
information in locating and interpreting desired information; and
* knowledge of the principles of administration and organization to
provide information services (American Library Association 1988).
After twenty years of relative stability in library schools and their cur-
ricula, the last few years have seen significant instability and change.
This instability was caused by four forces: (1) expanding demands of the
profession, (2) economics of higher education, (3) salaries of librar-
ians, and (4) erosion in support for ALA accreditation. The extensive
use of technology has increased the demands of librarians generally while
the markedly expanded role as members of the teaching faculty has placed
additional specific professional demands on academic librarians. These
expanded responsibilities have put pressures on library schools to in-
crease the coverage of their curricula and the required courses. The
increased demands have come at a time when salaries of librarians in
traditional institutional settings are not competitive with those of com-
puter programmers, systems analysts, and librarians in business and in-
dustry. Consequently, the difficulty of recruiting good students to attend
library school has increased.
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At the same time that library schools are facing the pressures of recruit-
ing students and providing expanded programs, schools of library sci-
ence are being closed by higher education administrators. As adminis-
trators look for ways to trim costs, library schools fall prey to the budget
cutters because of the lack of understanding of the importance of librar-
ians and respect for their work, the relatively small size of the schools as
units of large universities, and because the schools of library science are
not as likely to attract funds from alumni, government grants, or major
gifts.
Support for ALA's accreditation of professional education programs has
weakened because of the costs of following ALA's accreditation proce-
dures and because of the "growing opposition by university administra-
tors to accreditation of university programs by specialized societies" (Berry
1991, 18).
More could be said about the forces creating instability in library educa-
tion. There is, for example, the expanded demands for technical educa-
tion in computer science, and the competition for students from depart-
ments of business which offer degrees in information management and
from departments of computer science which offer degrees in program-
ming, systems analysis, and information processing.
THE CHANGING NATURE OF BIBLIOGRAPHIC
INSTRUCTION AND THE ROLE OF THE
ACADEMIC LIBRARIAN*
Bibliographic instruction (BI) or, as it was first called, library instruction
or library use instruction, has been part of higher education in the United
States for about 130 years. The impetus for the inauguration of pro-
grams to teach library use coincided with the changes in higher educa-
tion in the mid-1800s. The changes included the shift away from a classi-
cal form of education and the spirit of scientific inquiry, which increas-
ingly characterized higher education.
With the advent of the course elective system, many faculty and librar-
ians prepared bibliographic courses and lectures, and it became rather
common for universities and colleges to have required elective courses
in bibliography in the United States. While they waned in significance in
*The review of the period from the 1860s to the 1960s is based largely on Tucker 1980,9-28
and Hopkins 1982, 192-98. The more recent history is based on the personal experiences of
the author.
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the first third of the twentieth century, there has been a renewal in the
last thirty years. More will be said about that later.
In the period between the world wars, the development of instruction
programs waned. The decline was partly a result of an overall decline in
the vitality of higher education. But other factors also played an impor-
tant role. One factor was the disappointment in the lack of success expe-
rienced. The courses seemed not to achieve the goals that had been set
for them. In studies done at various universities, students were, on aver-
age, disappointingly weak in their library use skills. There was also con-
fusion between library use goals and the goals of library school courses.
Often basic reference courses in library school were used as bibliogra-
phy courses for undergraduates.
However, while there was a general decline in the prevalence of bibliog-
raphy or library use courses in the interwar period, three significant
developments occurred which were important foundations for a resur-
gence in library use instruction in the 1960s. The first of these was an
experimental program at Stephens College (Missouri) inaugurated by
B. Lamar Johnson who was both librarian and dean of instruction.
Johnson, in his dual role, was able to lead the faculty in integrating li-
brary use into their courses.
At about the same time, Louis Shores and Silas Evans developed the
concept they labeled "the library college." In this concept, the entire
educational venture is centered around the library and exploration of
library resources. The faculty's role is to assist students in their explora-
tion by providing guidance and evaluation. Taken to its extreme, Shores
and Silas saw the instruction librarian and classroom faculty as one and
the same-a person with expertise in a subject field as well as the search
skills and knowledge of resources typical of reference librarians.
These two experiments were not copied in other institutions largely be-
cause they required a unique combination of skills and knowledge in
faculty and a radical change in the structure of undergraduate educa-
tion at the time. However, to say they were unsuccessful is to ignore the
significant impact of the philosophies of the two programs on develop-
ments of bibliographic instruction in the 1960s.
The third major development of the interwar period was the publica-
tion in 1940 of Branscomb's Teaching with Books: A Study of CollegeLibrar-
ies. Branscomb studied the college library not from the point of view of
its efficiency but from the point of view of its level of use and educa-
tional effectiveness After documentig convincingly that college librar-
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ies were underused and ineffective agents of education, he charged the
entire academic community with responsibility for correcting the prob-
lem. Here, in less heretical terms, Branscomb proposed reforms in edu-
cation which were consistent with the ideals of Silas and Shores's library
college concept.
Unfortunately, World War II and the continued general decline in the
vitality of higher education in the United States delayed significant re-
sponse to the provocative ideas ofJohnson, Silas, Shores, and Branscomb;
with the end of World War II, significant changes began to occur.
The end of World War II brought many men and women home from
military service. They entered college largely as a result of the signifi-
cant investment of government funds for scholarships and later scien-
tific research. Higher education was also opened up to a greater num-
ber of African-American students as a result of the important civil rights
decision of the U.S. Supreme Court in 1954. This new energy which
pervaded colleges and universities was further accelerated by the launch-
ing of the Sputnik satellite. This event, in the minds of U.S. political
leaders, challenged the United States' leadership in science and tech-
nology. In response, funding of educational development generally, and
scientific research specifically, was expanded.
By the time the 1960s arrived, higher education was well funded and
had entered a period of unparalleled expansion. At the same time, li-
brary use instruction had been largely discredited. The old courses were
seen as ineffectual and largely irrelevant to the needs of students in in-
creasingly specialized fields of study. Efforts at introducing libraries to
the large influx of new students through orientation tours of library
buildings and introductory lectures on basic library research were also
seen as ineffective.
While the old forms of instruction were discredited, the need for in-
struction in the use of libraries increased. The influx of students who
were less well prepared for university work was one factor that called for
renewed efforts. Another was the changing nature of undergraduate
education. Shifts to more self-directed assignments which required in-
dependent gathering of information called for new efforts to teach stu-
dents library and information use skills.
In the 1960s, significant changes occurred in response to these forces.
The re-emergence of the library college concept occurred, although in
a new way. Patricia Knapp, first at Knox College (Illinois), and later at
Monteith College (Michigan), and Evan Farber at Earlham College
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(Indiana) developed and implemented programs of library use instruc-
tion which were related to, or integrated into, the regular curriculum.
The programs, as implemented, required the teamwork of classroom
faculty and instruction librarians. The goal was to teach library use and
information retrieval and use skills in the context of subject matter
courses, where independent library research was assigned. Proponents
of such an approach believe that, by teaching these skills in conjunction
with an actual library research assignment, the students are more moti-
vated to learn about research techniques and procedures and better see
the relevance of literature searching to the subject matter. This course-
related or integrated approach to library instruction was the major con-
tribution from the late 1960s and early 1970s to current thought about
bibliographic instruction.
While much of the bibliographic instruction activity of the 1960s and
1970s was of the course-related or integrated type, there were also sig-
nificant developments of separate courses. However, unlike the general
bibliography courses of the late nineteenth and early twentieth centu-
ries, the courses were most often specialized research methodology
courses in the various disciplines. Perhaps motivated by the same ideas
that shaped course-related instruction, librarians and classroom faculty
developed research methodology courses which provide the epistemo-
logical basis for the study of the discipline. Such courses were a natural
place for the study of the discipline's literature and information retrieval
methodologies.
It is appropriate, at this point, to briefly explain the several terms that
have been, and will be, used in this paper. Without giving a detailed
history of their origins nor a comprehensive definition of each, it is use-
ful to distinguish several terms. While they are not mutually exclusive,
each has a distinctiveness which is important in the course of any discus-
sion of the field.
Until the 1960s, bibliographic instruction was largely referred to as li-
brary use instruction or library instruction. (Another term often used in
conjunction with this subject is library orientation. Library orientation
refers to efforts to orient patrons to a particular library building and its
services.) Library and library use instruction focuses on the use of a spe-
cific library. Therefore, while its content will include general principles
of search strategy, the focus is clearly on the reference sources and col-
lections of a particular library.
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As the importance of principles of search strategy and the exportability
of the instruction content to other libraries became more apparent, the
library profession shifted to the term bibliographic instruction. The shift
implied that the instruction did not focus exclusively on using a particu-
lar library but rather taught literature search processes and use. While
the term might be confused with the old concept of bibliography as taught
in professional education, the term was distinctly viewed by its propo-
nents as moving beyond strictly library science. Bibliographic instruction's
focus is on a broad range of skills and techniques related to literature
and library searching and use.
The concept of critical thinking, developed over the last few years, has
become a paradigm for synthesizing the factors involved in effective learn-
ing of texts, and the analysis and communication of the import of those
texts in the context of other relevant texts. Librarians were quick to rec-
ognize literature research and use as a subset of critical thinking. In fact,
school and academic librarians, because of the vast experience with
course-related instruction, helped formulate the critical thinking para-
digm. This subset of critical thinking is referred to as information lit-
eracy and is viewed along with reading and math literacy, writing, and
analytical skills as parts of the critical thinking paradigm.
Today academic libraries in the United States lack an adequate term to
encompass the conceptual framework which we teach. The historically
used terms library instruction and bibliographic instruction seem too nar-
row in their scope. Information literacy, while the currently popular term,
has a sense of imprecision which confuses intelligent discussion of the
issues. Other terms have been suggested, for example, "information
empowerment librarian" or specialist (White 1992, 78), but none have
successfully transplanted bibliographic instruction as the accepted term
to comprehensively represent the content which librarians teach.
This brief survey of the definitions of important terms can also
double as a brief history of bibliographic instruction in the
United States during the period since the early 1970s.
Throughout the period, instruction librarians and other
academic librarians concerned about preparing students for
lives of continuous learning have responded to the changes in
higher education. To serve students effectively, librarians have
redefined what they are about in their instruction programs
and the goals they seek to achieve.
In addition to responding to recent developments in higher education
(i.e., use of the critical thinking paradigm as a goal for undergraduate
thinking), librarians have had to incorporate the use of information
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access technology into their instruction programs. The availability of
compact discs (electronic storage devices accessed by microcomputers),
and online searching have revolutionized information retrieval and there-
fore the content of bibliographic instruction. The need to find ways to
teach use of electronic information resources along with printed sources
has given instruction librarians the opportunity to reassess what they
teach. This has led to the further development of general principles of
search strategy, topic development, search term development, and selec-
tion of information search tools.
PREPARING ACADEMIC LIBRARIANS TO TEACH:
THE ROLE OF PROFESSIONAL LIBRARY EDUCATION
The tremendous expansion since 1960 of bibliographic instruction pro-
grams in college and university libraries has created a significant de-
mand for librarians with the requisite training and/or experience to be
effective teachers. In 1987, it was estimated that 75% of the academic
reference positions advertised in the professional literature required skills
of both the traditional reference librarian as well as the classroom teacher
(Patterson 1987). But, quite surprisingly, library schools have been slow
to respond to this need. While the use of technology in information
handling and retrieval quickly lead to the introduction of MARC (ma-
chine readable cataloging), systems analysis, and electronic searching
into the library school curriculum, courses or parts of courses on teach-
ing library and literature use skills were slow to develop.
This resistance, and bibliographic instruction librarians' sense of being
inadequately prepared, has lead to extensive professional activity on
behalf of greater bibliographic instruction content in librarians' profes-
sional education. Since the formation of the Bibliographic Instruction
Task Force in 1971 (later to evolve into the Bibliographic Instruction
Section) within the Association of College and Research Libraries, a di-
vision of the American Library Association, there has been some profes-
sional body promoting the inclusion of more study of bibliographic in-
struction in professional education. The promotion has come in two
forms. At times it takes the form of studies of what library schools are
providing, often with a view to showing how little is being done. At other
times, studies of the needed content have been undertaken in order to
adequately prepare graduates for their responsibilities as instruction li-
brarians. A series of articles published since 1971 tells the saga of this
professional activity (articles include Patterson 1987; Larson and Meltzer
1987; Brundin 1985; Turner 1982; Dyer 1978).
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From these sources, no consistent response from library schools emerges.
While four to eleven schools (out of the approximately fiftytwo library
schools accredited by the American Library Association) have developed
separate courses, they have generally been electives, often taught irregu-
larly under a "selected topics" rubric. If the analysis of course syllabi is
an accurate indication, about 50% of the library schools responding to a
1986 survey have integrated bibliographic instruction into existing ref-
erence, bibliography, type of library, and library management courses
(Larson and Meltzer 1987). Still other schools have developed work-
shops or short courses as continuing education programs for practicing
librarians (Mandernack 1990). However, it is fair to conclude that bib-
liographic instruction services and activities are not a significant part of
the curriculum of most library schools.
At least six factors have been identified as causes for the unresponsive-
ness of library schools to the pressure for better preparation of students
for roles as bibliographic instruction librarians in academic libraries.
The less significant factors seem to be the competing demands for ex-
panded content of professional education for librarianship, the lack of
expertise among library school faculty, a perception of the lack of de-
mand in the overall context of librarianship, and previous bad experi-
ences with bibliography courses which had mixed goals as basic bibliog-
raphy for library school students and library use for undergraduates.
The more notable factors are issues of ownership of curricula in higher
education and the basic philosophy of professional education for
librarianship (Brundin 1985; Mandernack 1990; Breivik 1974).
In the case of ownership of curricula, library schools are reluctant to
offer courses in pedagogy while, at the same time, program requirements
provide limited opportunities to take courses outside the library school.
The other major factor is the basic philosophy of professional education
for librarianship. The history of professional education for librarianship
has been a gradual change from a technique-oriented trade school ap-
proach to education in a broad field. Jane Robbins, Director of the
School of Library and Information Studies at the University of Wiscon-
sin-Madison, put it this way: "Education for the practice of librarianship
at the professional level takes into consideration not just the first year,
but also the practitioner's final year" (Robbins 1990, 40). From this per-
spective, library education's purpose is not preparation for the first job
but preparation for a career. I suspect there is another reason why
bibliographic instruction has not been integrated into library education.
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Fundamentally, there is an unwillingness by library schools to recognize
the importance (or a misunderstanding) of the teaching role. For ex-
ample, White, in his recent "White Papers" column in Library Journal
(White 1992), argues against a concept of bibliographic instruction which
does not reflect current practice. Furthermore, current texts used in
teaching reference courses do not devote much attention to bibliographic
instruction (Katz 1992).
In response to the lack of attention given by library schools to preparing
librarians for roles as bibliographic instruction librarians, practitioners
and their employer institutions have developed a variety of mechanisms
for meeting the need. Institutions have taken such actions as requiring
second master's degrees among candidates. Institutions have also en-
couraged librarians to participate in workshops and conferences spon-
sored by state, regional, and national library associations (Hogan 1980;
Mandernack 1990; Breivik 1974).
Bibliographic instruction librarians expect to learn from their own in-
dependent study what they need to know as bibliographic instruction
librarians. In one study of how instruction librarians prepared or trained
for bibliographic instruction, 83% indicated it was by self-study
(Mandernack 1990). Fortunately, a number of excellent sources exist
for self study. In addition to the regular appearance of articles in the
professional literature in such U.S. periodicals as RQ, Research Strategies,
Journal of Academic Librarianship, and College & Research Libraries, there
are key publications intended for the bibliographic instruction librarian
(see Clark and Jones 1986; Beaubien et al. 1982; Oberman and Strauch
1982; Mellon 1987; Baker and Litzinger 1992).
Perhaps one of the best sources of information for the practicing biblio-
graphic instruction librarian is Project LOEX (Library Orientation/Edu-
cation Exchange. Library. Eastern Michigan University, Ypsilanti, Mich.
48197). LOEX sponsors an annual conference, publishes a quarterly
newsletter, and maintains a collection of instructional materials, pro-
gram plans, and other printed and audiovisual materials related to bib-
liographic instruction programming. The collection of materials is avail-
able for loan to librarians requesting material.
Another approach one large university used is an in-service program
developed by the user education office for the library faculty involved in
bibliographic instruction. The program was carefully crafted using the
campus' Center for Teaching Excellence to assist in development of
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instructional goals and objectives. The user education office used a
teaching consultant to develop the program activities. The first sessions
were for new library faculty and introduced them to the user education
office and to the history and nature of the library's program. Later ses-
sions focused on teaching strategies and how to plan for instruction
(Tiefel 1988). Other libraries have developed less ambitious in-service
workshops and training programs. A number of these are described in
Teaching Librarians to Teach (Clark and Jones 1986).
CURRENT NEEDS AND POSSIBLE APPROACHES
In closing, it is appropriate to outline the skills, knowledge, and per-
sonal qualities which the bibliographic instruction librarian needs to be
effective at her work. This list has been gathered from a variety of sources
which discuss the items in greater detail (Lutzker 1986).
I. Knowledge and ability to use library materials and search strategies
A. Basic reference tools
B. General search strategy
C. Reference tools of the disciplines in which the librarian does
instruction
D. Specialized search strategies of individual disciplines
E. Structure of literature both generally and in specific disciplines
F. Techniques and procedures of electronic searching
II. Knowledge of educational theory and its practical application
through instruction design
A. Knowledge of theories of learning and human development
B. Ability to write instructional goals and objectives
C. Ability to develop instructional programs and materials appro-
priate to the instruction goals and consistent with a personal
theory of learning and human development which is grounded
in a study of the current best theories of learning and human
development
D. Ability to formulate and execute an evaluation of instructional
sessions and programs
III. Personal qualities
A. Well developed sense of self-esteem and self-confidence
B. Sense of humor
C. Flexibility
D. Respect for students
E. Interest and desire to teach
F. Willingness to continue to learn
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IV. Ability to work effectively with classroom faculty
A. Commitment to the value of bibliographic instruction as part of
education
B. Respect of faculty
C. Good communication skills
D. Flexibility
E. Commitment to a team approach in teaching library and litera-
ture use skills
F. An understanding of the concepts of general education and how
bibliographic instruction might relate to each of them
Given this extensive list of knowledge, skills, and personal characteris-
tics, it is clear that professional libraryeducation alone is not going to
solve all the problems and provide academic libraries with librarians
fully prepared to teach. While we as practitioners "do expect library edu-
cators to acknowledge bibliographic instruction as a vital, central com-
ponent of public service programs..." (Beaubien et al. 1982, 122), it is
not likely that library educators are going to do all that we think is ap-
propriate. Library schools, as part of their reference, bibliography, and
type-of-library courses, should address the issues of the role of librarian
as educator and explore, in general terms, the nature of bibliographic
instruction. Library schools should continue to provide opportunities
for students to take, as electives, courses on bibliographic instruction,
classes in educational theory and methodology, and/or do internships
or practicums in reference and bibliographic instruction. But library
school graduates should expect to do a good deal of learning on the job
in their first few years as a bibliographic instruction librarian.
Because of the nature of professional education for librarians, employ-
ers have a responsibility to provide opportunities for the professional
development of their employees. Travel money to attend a conference
once a year is inadequate. Efforts should be made to support a variety of
experiences which individual librarians might outline for themselves as
a so-called "course of study." Such a program might include special
projects, work with faculty in education or educational psychology, read-
ing of professional literature, attendance of on-campus workshops on
improving teaching, as well as conferences, workshops, and other off-
campus programs.
The individual needs of new professional librarians vary significantly. By
giving them the responsibility, in consultation with their supervisor, for
designing a program appropriate to their needs, they are more likely to
get the kind of program wanted and to learn best from it because they
have a sense of ownership of the program.
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BIBLIOGRAPHIC INSTRUCTION OF STUDENTS
AS THEY USE THE LIBRARY
CONTEMPORARY ISSUES
Margarita Samokhina
In this paper I will present the view of a library sociologist, that is, of a
specialist who knows her subject from the inside (since I have been working in
this library for more than twenty years and frequently make professional visits
to youth libraries in other cities and regions) and, at the same time, from the
outside (since I do not work strictly as a librarian but conduct research on
this activity). Such a distinct position obviously has an influence on my
specific understanding of the problems of librarianship.
The most important functions of the library as a social institution are
the cumulative (the collection of materials that constitute the library's
model of the world, its flesh); the classification of these materials (the
transformation of unorganized materials into an integral model); trans-
mission (the transfer of parts of the model to library users); and value
orientation (recommendations based on the librarian's understanding
of which materials are the most valuable and informative, present the
most complete and varied understanding of reality, and are most essen-
tial to this or that user. It is precisely when a library adequately fulfills all
four of these functions that it can play a substantive and rather impor-
tant role in developing critical thinking among its users and among stu-
dents in particular.
The overwhelming majority of Russian students are active users of the
libraries of their educational institutions. Nevertheless, many of them
also make use of public libraries (including youth libraries) to complete
assignments and to do their research. Sociological data tell us that in the
last ten years youth libraries are quickly becoming the main educational
library for students.
The study of user needs is one of the most important research areas of
the Russian Youth Library's department of sociology. We have developed
a special questionnaire that was used over the last three years in ten
youth and two academic libraries in various regions of Russia to conduct
over 3,000 interviews, including about 1,000 with students. On a speci-
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fled day, all young people visiting the library were interviewed and asked
their age, sex, place of study or work, and years of library experience.
The main question, however, involved what type of materials the user
hoped to find in the library and what he was able or not able to get. The
researcher made note of the authors and titles of the desired books or
journal articles as well as the topics and reasons for the requests. More
than 70% of the students from institutions of higher education cited
assignments as the main reason for their visit. The same reason was cited
by over 60% of the secondary school students visiting youth libraries.
When a university student (even a secondary school student) visits an
academic library, it is almost always related to a class assignment. Unfor-
tunately, however, very few of these young library users possess the abili-
ties and skills to do a library search for the information they need.
One has to say that the attempts to include bibliographic instruction
(BI) in secondary school and higher educational teaching curriculums
have not been successful, despite the fact that such courses have been
structured and developed. It is only in certain secondary schools and
universities that librarians, either themselves or together with other in-
structors, have organized separate BI classes or assignments. In our li-
braries (whether they be public or university related), this area has not
been singled out as a library activity, and there are no individuals specifi-
cally assigned to provide bibliographic instruction to users. And the
methodological texts being published on this topic are mostly inadequate.
After all, until recently, the development of research skills and the abil-
ity to select needed materials and evaluate them critically was not con-
sidered important but was more of a side issue. The main goal of the
librarian and the library was to develop a communist view of the world-
the one and only correct way of looking at things for all people. This
orientation was not only proclaimed at the beginning of all library texts
and programs, but it also infiltrated each and every page. Perhaps it is
good that those programs were hardly ever carried out as intended and
that those texts were studied with laxity. But, in the past, there were no
other texts, nor do any others, in fact, exist today to help acquaint us
with libraries and librarianship. Students have acquired and improved
their knowledge of libraries and research indirectly as they have used
the library and not through systematic instruction. Library information
itself, library services, and library programs emerge in this way as parts,
aspects, or elements of an instructional process.
In the research project on the study of user needs mentioned above,
information about the materials students received in the library was duly
noted and recorded. In addition, the researchers tried to evaluate the
114
BIBLIOGRAPHC INSTRUCTION OF STUDENTS 115
significance and specific features of the library sources derived from open
access shelves, catalogs, and book displays as well as the significance of
information received through consultation with a librarian. All types of
requests were analyzed (specific, subject-related, etc.) along with the
student's library behavior (formulation of questions, searching skills,
etc.).
A student can come to the library either with a request for specific mate-
rial (a book, a journal article, a record, a sheet of music) or with an
inquiry related to a topic. Sometimes these types of inquiries are of a
combined character. A request for specific materials is usually formu-
lated by a teacher. The library's role in this case is simply to make the
material available. The user can turn to the open stacks, ask a librarian
for help, or search for information about it in the card catalog.
About 60% of the students who come to the library have an inquiry
related to a topic, presenting the librarian with a much wider field for
action. By organizing information with accessibility and visibility in mind
and by teaching readers how to use information effectively, there is no
question that we can promote the development of critical thinking.
In scientific and other libraries in institutions of higher education, most
users begin their searches at the catalog. In public libraries, on the other
hand, open access shelves are the main source of information. These act
as the most important (although not as yet the most effective) instruc-
tional source for users.
Today, more and more materials in our libraries provide diverse, and
even contradictory, interpretations of specific topics. They present vari-
ous points of view, approaches, schools of thought, and ways of looking
at life. This has created a new situation that is quite unusual not just for
users but also for librarians. The presence of such materials in and of
itself cannot, of course, develop the ability to think critically. Neverthe-
less, the user finds them together on the same shelf, starts to compare
and select them, and thus learns how to evaluate them critically. There is
no question that the catalog (in today's information environment, one
means the online catalog) presents a more complete and diversified pic-
ture of a problem as well as the possibility of checking the collections of
other libraries. But the reality is such that there are neither adequate
catalogs (not to mention automated ones) in our public libraries (or
even in the majority of academic libraries), nor users who approach the
catalog as their main source of information. As we create such catalogs
and prepare users for them, we must give much thought to open access
collections.
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The complexities of bibliographic instruction are connected, most of
all, with the classification system (that is, the library model of reality),
which, in our circumstances, has been based on ideological principles.
Meanwhile, we are in the midst of debating how radically this system
needs to be changed in order to make one that would be satisfactory.
Currently our open access collections, catalogs, and entire reference
apparatus are arranged according to this old system, and many issues,
topics, and entire masses of related information cannot be accommo-
dated by its classification scheme.
There is, moreover, another problem that is no less important. While
the library has spoken of the user's need for library literacy (that is, to
learn the library's language), the library itself has not tried, and still
does not try, to learn (or even take into consideration) the language of
the user. A striking example of this is the absence of adequate subject
catalogs and even subject indexes, not just in libraries for young adults
but in many scientific and academic libraries as well. Meanwhile (in the
opinion of a sociologist-not in all respects the same, perhaps, as that of
a librarian), it is precisely the subject catalog that represents the social
nucleus of a library. It makes it possible to be versatile in responding to
user requests and to present users with various approaches and points of
view on a topic. It also permits topics to be examined in the context of
various other topics and branches of knowledge. (The role of a subject
catalog is particularly important for finding information on interdisci-
plinary topics.) While the headings of a systematic catalog are static, those
in a subject catalog can be modified or adapted to user inquiries-i.e., a
subject catalog can consider the language of the user, his view of a topic,
and the interrelationship of subjects.
For many years, instructional handouts that users were given to help
them conduct a library search were based on examples from literary
classics or (more frequently) from officially approved ideological and
political literature. This provided another reason why students had a
rather dull and monotonous image of the library, its resources, classifi-
cation of knowledge, and the reality represented in its collections. The
library (like school and the university) seemed to the user as the oppo-
site of real life with its diversity of opinions and many ways of looking at
things.
The absence of well-developed published programs of bibliographic in-
struction gives special significance to the role played in the classroom by
a living person, a skilled teaching librarian. Unfortunately, in our libraries
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there are not many such librarians who possess the requisite knowledge,
abilities, talents, and, what is no less important, the enthusiasm to over-
come the complex problems mentioned above as well as others. Teacher
training and library education have not assumed the responsibility to
develop critical thinking in students. That is why teaching users to think
critically needs to go hand in hand with the retraining of librarians, with
major changes in the system of professional education, and also with a
new conceptual design for the entire library environment.
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THE ROLE OF THE LIBRARY IN PROMOTING
CRITICAL THINKING IN THE
CLASSROOM AND BEYOND
Joan Ormondroyd
Before I retired from academic librarianship, I was in charge of the ref-
erence department in the undergraduate library at Cornell University, a
major academic institution with some 17,000 students in the State of
NewYork. In my department, not only did we answer questions that came
to us across the reference desk, but, in addition, we developed a dy-
namic instructional program in which we addressed hundreds of classes
in an effort to teach research methodology to Cornell undergraduates.
The library instruction movement in the United States, after nearly one
hundred years of slow development, has exploded rapidly during the
past twenty years or so, and many of the comments you have heard from
my colleagues regarding learning theory, educational reform, and criti-
cal thinking are relatively new concepts for librarians. However, even
though we are still experimenting with ways of realizing these ideas within
the context of our instructional programs, the role of librarians in pro-
moting critical thinking is increasingly a more important one.
My purpose here is to provide some idea of how we persuaded the fac-
ulty at my institution to participate in programs and to help us develop
and promote practical exercises that encourage critical thinking. How-
ever, since English can sometimes be a rather imprecise language-a
single word can have any number of meanings-I must define exactly
what it is I mean by "critical" thinking. I do not mean, for example,
"inclined to criticize severely and unfavorably," which is the first defini-
tion given in Webster's New Collegiate Dictionary, nor do I mean any of the
various definitions that refer to the "state of being in, or approaching, a
crisis." My preferred definition, and one which applies to what I will be
dealing with today, describes "critical thinking" as "exercising or involv-
ing careful judgment orjudicious evaluation." It has also been suggested
that critical thinking must be knowledge based and should always be
taught as an integral part of a subject rather than in some course en-
titled, "critical thinking."
_ __ ___________
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In the field of education, there are classic works on critical thinking that
date back to John Dewey, and many of us have had some exposure to
Benjamin Bloom's taxonomy of cognitive skills. So, although librarians
have taken a recent interest in critical thinking, this is not a new con-
cept. One of the joys of retirement has been that I have finally had some
time to catch up on some of the reading I've wanted to do for years. A
few weeks ago, for example, I read Oblomov, your great Russian classic by
Goncharov. I came across this passage in chapter six, where the author is
describing his protagonist's school days.
He never glanced beyond the line that a teacher marked with his
fingernail to assign a lesson, never asked a question, never required
an explanation. He was satisfied with whatever was written in a
notebook, never displaying any troublesome curiosity, even when he
failed to understand what he was being taught.
This sounds a lot like the complaints my teacher friends make about
their students today, but it was written nearly 150 years ago.
Before describing our current programs, I'd like to give youjust a glimpse
at the way we used to teach research methodology--which was fairly typi-
cal of the way it was done in most academic libraries. Twenty years ago,
the classes I gave and the bibliographies I produced to go with them
really consisted only of book titles. I would meet with a faculty member,
find out the topic of his or her course, prepare a list of useful reference
sources for that course, put a couple of dozen books on a cart, wheel it
into the classroom, and one by one talk about the books that would be
useful for preparing the papers of that course.
It didn't take long to discover that this method was not very effective,
particularly with undergraduates. This approach did not put anything
into a context that enabled students to transfer what they had learned in
one semester to the research needs they might have during another se-
mester.
The concept of "search strategy" became important in the bibliographic
instruction movement sometime in the late 1970s. By "search strategy,"
we meant that anyone researching a topic could do so systematically by
following some very basic standard strategies or procedures. By the early
1980s, we were also talking about "conceptual frameworks" in biblio-
graphic instruction.
Conceptual frameworks provided general principles which could be
drawn from individual fields of study and used to organize the content
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of a presentation. This was a way of putting the concept of search strat-
egy into a more philosophical context and provided students with a more
global view of libraries, librarians, and library resources.This enabled
students to more easily transfer general principles learned in one class
to the research needs of another class. By the late 1980s, we moved even
further along this continuum by promoting "course integration" of li-
brary instruction. This approach required that the librarian and the pro-
fessor work together in planning research assignments and in introduc-
ing students to the libraries. Research methodology became an integral
part of the structure of the courses we were teaching. And now, we have
taken one more giant step by suggesting that librarians have a role in
teaching students to think critically about the materials they are using in
their classes.
I'd like to provide some examples from my own teaching experience
which demonstrate the integration of critical thinking and library skills.
Although it is quite possible that nothing I have done can be transferred
wholesale to your institutions, I would hope that these experiences might
serve as a starting point for those who have not yet tried similar activi-
ties. I have chosen a variety of models to describe: the small seminar, the
beginning first-year class, the huge lecture course, and a medium-sized
class.
MODEL NO. 1. THE SMALL SEMINAR
Industrial Relations 304: the History of Work and Slavery
This course is an upper division seminar in the School of Industrial and
Labor Relations at Cornell. It is restricted to fifteen participants. It re-
quires a great deal of reading, and students write a final paper of about
fifteen to twenty pages in length. Students are also expected to partici-
pate actively in the weekly class sessions which meet for three hours at a
time.
The library's role in this course began as a one-hour session in which
the students were taught to use the online catalog, CD-ROMs, and vari-
ous reference sources relevant to their topics. The library's role has
evolved over five years to become an integral part of the course, and in
the process, has intensely promoted the concept of critical thinking. The
professor was eager to encourage this concept: he wanted students to
question all assumptions and to learn to be skeptical observers. I worked
with the professor to develop a series of exercises to be performed in
conjunction with the reading the students were doing. For example, we
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asked them to find biographical material on the authors of their texts, to
find reviews and analyses of the texts themselves, and most important,
they were asked to check references and footnotes in these texts to de-
termine the reliability of the author's research.
I have a wonderful memory of the almost sadistic glee of a young woman
from this class, who in the process of checking a footnote in Ulrich
Phillips's American Negro Slavery, which was published in the early part of
this century and is one of the texts for this course, discovered that Phillips
had taken his quote entirely out of context and in the process had totally
distorted its original meaning. This discovery was a revelation for her
and for the class as a whole as they felt, like most of us, that what they
had read in print, particularly in a well-established university text, had to
be accurate.
Learning something about the authors of the books they were reading
also helped students to understand the particular biases of these authors.
Phillips, for example, came from a slave-holding family, and while his
book, at the time it was written, seemed like a great liberal tract, when
we read it today we recognize the prejudices he held as a result of his
upbringing and the position of his family in the southern part of the
United States. On the other hand, by having students read reviews and
articles that had appeared at the same time as the text itself, we were
able to provide a sense of the historical moment and how important it
can be not to attempt to judge human beings too harshly outside of the
context of their time. It was Paolo F. Freire, the great Brazilian educator,
who said that "the reader must be concomitantly engaged in a critical
analysis of the social framework in which men exist," which I interpret as
meaning that one cannot be said to have understood a text unless one
understands the context in which it exists-or in the case of history, in
which it existed.
It was exciting to watch these students, each semester, work their way
through what could have been called, "the four developmental stages of
critical thinking." In stage one (dualism) the students see the world as
all black or white, right or wrong; in stage two (multiplicity) students
begin to question, but still retain a lot of confusion about different points
of view; in stage three (relativism) they begin to think analytically and
no longer see knowledge as absolute; they look carefully at the qualifica-
tions of experts before accepting their opinions at face value; and fi-
nally, in stage four (commitment to relativism), students are able to ana-
lyze and synthesize information, use objective arguments in defining a
point of view, and even change their point of view when new evidence is
presented.
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It is this kind of thinking behavior that we would like to be able to pro-
mote in all of our classes.
MODEL NO. 2. A FIRST-YEAR WRITING CLASS
Comparative Literature 108: Masculinity and Modern Warfare
The twenty students in this first-year class are required to write many
short papers over the course of the semester. Since the emphasis is on
writing rather than research, most of these papers do not require the
use of the library. However, there is one major research paper each se-
mester, and the librarian connected with this course and its professor
have developed a research project.
The students are asked to read, or listen to, the speeches of Saddam Hussein,
George Bush, Norman Schwartzkopf, and other leaders of the various coun-
tries who were involved in the Gulf War. Students are instructed to listen
carefully to the rhetoric they employed. They were then asked to read how
those speeches were reported in the American press and to examine the
various media interpretations of what had been said. They were also asked
to look at the various sources of information used by all sides involved in
the conflict. The purpose of these explorations was to get students to think
about what leaders say, to try to discover how (or if) their rhetoric related to
reality, and to determine how the things our leaders tell us affects our view
of a controversial issue as well as its outcome.
MODEL NO. 3. A LARGE, LOWER-DIVISION,
REQUIRED COURSE
Government III: Introduction to American Government
Six hundred students enroll in this required course for both history and
government majors each spring semester. The faculty members who teach
it are charismatic lecturers and have brilliant reputations. Fortunately,
they also have a large number of teaching assistants, for one of the re-
quirements of the course is a major term paper. This assignment has
been a problem for the professors and the librarians; when the course
was first taught, every student in the class was required to prepare a de-
tailed political and sociological analysis of his or her own Congressional
district. Since more than half of the students at Cornell are from the
State of New York, and of those, a huge proportion from the Congres-
sional districts of New York City and Long Island, everyone was looking
for the same reference sources at exactly the same time-a particularly
difficult problem when there are 600 students in the class.
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Although this problem was similar to the one we had with another course,
the solution proved to be somewhat different. The assignment was
changed so that students are now required to select a relevant book from
a list developed jointly by faculty and librarian and write a critical essay
in the form of a book review.
The librarian assumed responsibility for teaching students how to write
a book review. In our presentations to the class, we used the New York
Review of Books as our model. For those of you who are not familiar with
that publication, let me just say that it is considered one of the more
readable, yet scholarly, literary journals in America. The articles are in-
depth, written by experts in their fields, and are critically astute. The
review leaves the reader with new vocabulary, new information, and a
deep admiration for the charming possibilities inherent in the English
language. As librarians, we taught students about the research process
they would need to master in order to obtain the subject expertise they
would need to write the kind of book review their professors were ex-
pecting of them.
MODEL NO. 4. A MEDIUM SIZED CLASS
History/Government 283 Contemporary European Society and Politics
This is a sophomore level course in the College of Arts and Sciences and
qualifies as one of the required courses for all history and political sci-
ence majors. Enrollment is limited to one hundred students. It is not an
easy course and requires that students read a number of books, dozens
of essays, attend three hours of lecture and one hour of seminar per
week, and view four or five assigned films during the term. In addition,
students take a midterm and final exam and write an extensive research
paper.
The library has been involved in this course since its inception. Today
the research assignment for all students is to prepare a critical anno-
tated bibliography-an activity in which almost none of these students
has ever previously been engaged. Arriving at this point has been a long
slow process and has meant reeducating the faculty about the role of
libraries and librarians in their students' lives.
The possibilities for creating assignments that will push students' intel-
lects and force them to think are endless. I believe that they can and do
fit into the library instruction mode. I'd like to encourage those of you
who have the opportunity to incorporate such assignments into your
own programs.
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DISCUSSION
ZUEVA (UTINSKY PEDOGOGICAL LIBRARY): School and university libraries work with
the same library user at different stages of his instruction. In your opinion, is
there any continuity in the work of these libraries?
ORMONDROYD: What an excellent question. I would need three days in order to
answer it. In an ideal situation librarians begin to work with children from the
earliest age on, beginning with elementary school. Such children come to the uni-
versity with a basic knowledge of bibliography, they are well read, and their criti-
cal thinking abilities have been developed. There are libraries and systems that
have their own programs. One of my colleagues who works in a district with
twenty-two libraries exercises control over each and every one of them. The pro-
grams have not been officially written up because she simply has no time to do
this. The university where she works has the finest programs in the state. It is hard
to get into this university-the entrance exams are difficult, there is much compe-
tition, and performance has to be on a high level. Yet, at the entrance level, there
may be students who have no experience at all using libraries as well as students
who themselves can teach other students library literacy. This presents a real chal-
lenge for instructors. However, even when a student has definite knowledge and
skills, it is not always easy to use them in a new library where conditions and
approaches are different.
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WHY LIBRARY SCHOOLS NEED
TO CHANGE THEIR CURRICULUM
Raymond G. McInnis
Thirty years ago, in her seminal work on the Monteith College Library
Project at Wayne State University, Patricia Knapp (1966) observed that,
when searching for materials in a library, students "have a basic miscon-
ception" of the nature of inquiry. In Knapp's experience, "students look
for and expect to find 'the answer to the question' instead of evidence to
be examined." Knapp's observation, coupled with the finding of her
"Monteith Experiment," helped launch a major shift-indeed, a revolu-
tion-in how academic libraries instruct library users, primarily under-
graduates. The revolution is not complete; for us, the revolution in in-
struction of library users will be complete when it is the normal expecta-
tion of student achievement in higher education to possess both the
information-seeking skills to enter the library, find the "evidence to be
examined, and incorporate these findings into their writing projects."
Generally given the awkward label "bibliographic instruction," instruc-
tion in using libraries is only one of several revolutions in the academic
world that began in the 1960s. The most obvious "revolution" in the
academic world is of course the "computer revolution," especially in its
impact upon the operation of libraries. Revolutionary changes also oc-
curred in our understanding of the pedagogy of higher education (Katz
and Henry 1988) including matters of cognitive styles/learning styles
and cultural literacy, especially the importance of literacy in academic
cultures (Bonham 1988, 14-19 usefully distinguishes between "learning
style" and "cognitive style"). As well as skills in conducting research,
literacy in academic cultures includes skill in reading academic discourse
(Swales 1990; Colomb 1988), understanding the rhetoric of academic
discourse (Nelson et al. 1987; Roberts and Goods 1993; Bazerman 1988),
and skill in writing (Hairston 1982; Colomb 1989, 411-50. See also, Tate
1987).
Beginning simultaneously, but driven this time by economics, other major
changes in higher education were the steep rise in student enrollment
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accompanied by an increase in bureaucracy and the public outcry for
accountability in what students did and did not learn in college, a
movement that resulted in "the assessment of student outcomes," some-
thing that we expect will remain a permanent feature of higher educa-
tion (Ewell 1991, 14). To cope with declining funding and issues related
to assessment, many institutions have adopted a policy of developing
and implementing "strategic plans." Strategic planning is planning con-
cerned with achieving specific goals for the long-term future, with sum-
maries of objectives, resources to be used, and methods, but also break-
ing these goals into short-term intervals and assessing results.
Taken together, these matters will continue to have an impact on how
librarians, especially public service librarians, operate in academic set-
tings. The logic underpinning this argument is simple: if strategic goals
and programs are to succeed at institutions of higher education, all people
working in areas which serve students must be familiar with these goals
and be skilled at implementing them. This discussion at each of these
issues, and, in the Appendix, recommends courses for library school
curricula designed to better prepare graduates for careers in today's aca-
demic libraries.
THE PEDAGOGY OF HIGHER EDUCATION
According to Joseph Katz and Mildred Henry, in a study sponsored by
the American Council on Education, the pedagogy which sprung out of
the student teaching/learning reform movement of the 1960s ties teach-
ing to learning and:
1. " [enables] students to adopt the methods of thinking that character-
ize the person who generates knowledge, and ...".
2. "[establishes] the social and emotional conditions for intellectual
development" (Katz and Henry 1988, 1-2).
To achieve these goals in higher education, we recommend that the fo-
cus of student learning be shifted toward literacy in academic cultures to
include the "craft" quality of scholarship, applying active learning, con-
cern for student "developmental" levels, and implementing the concept
of "discourse communities" as settings for teaching and learning across
the spectrum of higher education. Literacyin academic cultures would:
1. introduce students to concepts associated with scholarly discourse-
the notion of a discourse community; the social construction of
knowledge; the shared vocabularies, values, and procedures of mem-
bers of discourse communities; and
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2. help students gain more understanding of the genres of text; what
audience does to a text; different approaches to organizing articles;
the anatomy of introductions to scholarly texts; the function of con-
clusions; the anatomy of scholarly monographs; achieving author-
ity; achieving consensus; and the distinctive characteristics of pri-
mary and secondary sources.
SHIFT FROM "WHAT" PEOPLE LEARN TO
"HOW" PEOPLE LEARN
What do we know about "learning" today? From the perspective of the
1970s, while we lacked the precise definition of the nature of student
learning articulated by Katz and Henry above, we thought sufficient evi-
dence existed to claim that a shift in emphasis in student learning in
higher education was taking place and in retrospect can observe that at
least we unconsciously possessed a sense of what understanding was
needed about the pedagogy of higher education related to student learn-
ing (McInnis 1978, 27-50). The many sources about how students learn
included Jerome Bruner (1957), David A Kolb (1981), David P. Ausubel
(1964), and Kenneth E. Eble (1972).
A Harvard psychologist, Bruner speaks of going beyond the information
given as a vital part of creativity, and that any child can be taught any
discipline's method. According to David Kolb, a psychologist at Case
Western University, personality characteristics have a greater influence
on an individual's preferred learning style than was previously believed.
With this evidence, he concludes that "the teaching process should be
equally (or perhaps more) concerned with the development of the
student's method of learning as with the development of his knowledge
of content."
For Ausubel, a practicing psychiatrist at the Rockland Children's Psychi-
atric Center, psychological meaning-i.e., internalized representation-
is always idiosyncratic: "Meaning depends not only on the learner's pos-
session of the requisite intellectual capacities and ideational backgrounds,
but also on his particular ideational content. When an individual learns
logically meaningful propositions, "he does not learn their logical mean-
ing but the meaning that it has for him." Reconciliation, or matching
the logical and psychological structures of knowledge, Ausubel asserts,
occurs in an individual's mind in the "terminal stages of subject-matter
sophistication." Only after an individual develops mature cognitive ca-
pacities and acquires an expert specialized knowledge of a subject, says
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Ausubel, does his psychological structure of knowledge in that discipline
correspond (although perhaps in somewhat less systematized form) to
the logical structure of knowledge in that same discipline. Kenneth Eble
claims that ideally the teacher's role should be to develop understand-
ing rather than merely to impart knowledge: "Students will insist that
learning be conjoined with doing, and the teaching will help make that
conjoining possible."
Voices of the 1980s echoing sentiments along these lines include George
Posner, K A. Strike, and P. W. Hewson, and Kenneth Bruffee. According
to Posner, Strike, and Hewson, inquiry and learning occur against the
background of the learner's current concepts." This observation comple-
ments Brufee's notion that in education some believe the purpose of
education is to "provide students with a world to understand," others
believe that the purpose of education is to "help students develop ways
to understand the world" (Posner, Strike, and Hewson 1982, 212; Bruffee
1982, 96-97).
LEARNING AS A TRANSFORMATION IN VALUES
"[L]earning is a basic human need, as basic as food, shelter, love, sex,
and safety, and that it perhaps should have been included in the first
level of [Abraham] Maslow's hierarchy of [human] needs" (Carter 1990,
31-1). So argues Kay Carter, at the Boise Center, Adult Education De-
partment of the University of Idaho. Today, in a democratic, egalitarian
society, the need for a nation's citizenry to fully participate and contrib-
ute to the well-being of the nation has resulted in a recognition that
"learning" achieved during the traditional "school years," that is, "K-12
plus college," is no longer sufficient. Instead, increasingly, this sense of
learning is being replaced by another concept of learning: "lifelong learn-
ing." Indeed, lifelong learning is a national goal. In February 1990, Presi-
dent Bush and the nation's governors adopted new goals for "lifelong
learning."
According to Larry Mikulecky, a professor of education and head of the
Department of Language Education at Indiana University, Bloomington,
these goals include the concept of adult literacy and lifelong learning.
Of the five goals adopted by President Bush and the governors, goal five
states: "By the year 2000, every adult American will be literate and will
possess the skills necessary to compete in a global economy and to exer-
cise the rights and responsibilities of citizenship."
In turn, this goal encompasses five specific subgoals:
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1. Every major American business will be involved in strengthening
the connection between education and work.
2. All workers will have the opportunity to acquire the knowledge and
skills needed to adapt to constantly emerging new technologies, new
work methods, and new markets through public and private voca-
tional, technical, workplace, or other innovative programs.
3. The number of quality programs that are designed to serve more
effectively the needs of the growing number of part-time and
midcareer students will increase significantly.
4. We will substantially increase the proportion of those qualified stu-
dents, especially minorities, who enter college, who complete at least
two years, and who complete their degree programs.
5. The proportion of college graduates who demonstrate an advanced
ability to think critically, communicate effectively, and solve prob-
lems in areas such as the natural sciences, the social sciences, and
the humanities will increase substantially.
As grim reality demonstrates how far we are away from achieving these
goals, Mikulecky thinks we can be satisfied in at least "a degree of opti-
mism" (Mikulecky 1990, 304). For him, the current national goal of
achieving adult literacy and lifelong learning will improve. "It will direct
our attention and help us decide where to focus our limited resources so
that we can move forward in those areas" (p. 309). Promising signs in-
clude the increasing involvement of business with schools; training in
business and in two-year colleges is increasing; larger numbers of mi-
nority students (with the exception of black males) are enrolling in col-
leges, though the percentage increase among minority students enroll-
ing is less than for white students. Finally, Mikulecky notes, higher edu-
cation, like all other institutions in our society, is under pressure to be-
come more accountable (Mikulecky 1990, 309). However, lifelong learn-
ing as a national goal is not new (see, for example, Peterson and Associ-
ates 1979).
On May 14, 1992, Bush also signed the "Lifelong Learning Act of 1992,"
evidently designed to meet goal five in the list above ("Message to the
Congress..." 1992). While undoubtedly one will become engaged in an
endless debate discussing the issues about any achievement of the goals
outlined earlier, one thing is not debatable-the concept of lifelong learn-
ing has been articulated at a national level as a desirable achievement
for society and thus gives credibility to any educational group that adopts
it as a national goal.
132 Raymond G. Mclnnis
Again, "What do we know today about learning?" To answer this ques-
tion, we must first distinguish between "education" and "training." Learn-
ing does not occur in isolation; often it occurs not individually but
collaboratively, in groups or communities (Bruffee 1982). In collabora-
tive learning, retention rates of both knowledge and skills are high. And
education, as a form of learning, involves a transformation of values in
the individual. Among the many differences between training and edu-
cation is that, while training shapes a person's mind and body to per-
form certain tasks, education helps the person develop as a human be-
ing. Education, then, includes shaping "attitudes," which is more a "ge-
stalt" than a specific set of skills and knowledges. While skills cannot be
learned apart from knowledge, both skills and knowledge are an essen-
tial part of education-e.g., to become "well-educated" without possess-
ing the skill of reading critically would be difficult if not impossible.
Education is not indoctrination. Like love, someone has said, education
cannot be forced. Also like love, it requires other people (including
role models and mentors) to foster it.
As early as the 1940s, sociologists Kurt Lewin and Paul Grabbe (1945)
argued that learning involves shifting social and intellectual allegiances
and values. Learning this way relieves "emotional stress involved in leav-
ing one community and joining another" and makes even more apt the
notion of students becoming literate in an academic culture and being
accepted into discourse communities.
In the 1960s, Robert M. Hutchins, longtime president of the University
of Chicago and noted critic of American educational practices, argued
that a learning society would soon be a reality. And, in its ideal setting,
Hutchins stresses, the learning society would be successful in transform-
ing its values in such a way that learning, fulfillment, and becoming hu-
man had become its aims and all its institutions were directed to this
end. Machines can do for every modern man what slavery did for the
fortunate few in Athens. The vision of the learning society can be real-
ized. A world community learning to be civilized, learning to be human,
is at last a possibility. Education, Hutchins continues, may come into its
own. However, Hutchins concludes, whether it does or not depends on
the transformation of values. All that technology can do is to provide the
opportunity. In the transformation of values, education plays a role
(Hutchins 1968, 134-36).
The theme that education includes a transformation in values has oc-
curred to other observers. We will discuss below, in connection with
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"learning styles," the recommendations of Nancy Dixon, professor of
Curriculum and Instruction, University of Texas at Austin. Lauren A.
Sosniak, University of Illinois in Chicago, argues that learning, not sim-
ply a matter of becoming more knowledgeable and skilled over time, is
a matter instead of qualitative transformations of both the individual
and that which is being learned. The investment in educational research
on "epistemic outcomes" rather than "transformative outcomes" can be
seen, she says, in our emphasis on the acquisition of scientific knowl-
edge rather than the development of a scientific attitude, on the growth
of reading skills rather than the cultivation of a love for literature. For
Sosniak, a first step in the direction of attending to transformative con-
cerns would require that "we take seriously the long-term nature of learn-
ing." The fact that learning is a process that unfolds over a long period is
not a matter of debate but neither does it receive much attention (Sosniak
1987). Discussing over thirty studies, an article by Merriam (1987) dis-
cusses educational theories based on changes in consciousness.
THE 1960S MOVEMENT TO REFORM
TEACHING/LEARNING
A movement in student teaching/learning reform emerged from stu-
dents in the 1960s (Katz and Henry 1988). "Red tape, administrative
machinery, and all that goes by the name of bureaucracy are," for Rob-
ert M. Hutchins, "the inevitable accompaniments of large-scale organi-
zation. They tend to assume such importance as to give the impression
that the organization exists for their sake rather than the other way
around. The tendency is toward dehumanization" (Hutchins 1968, 117).
Incensed over the effects of university administration's "dehumanization"
on them as individuals, especially with procedures associated with regis-
tration for classes, students of the 1960s rallied to the cry of resentment-
"Do Not Spindle, Mutilate, or Fold." Concern for "[t]he emergence of
human development as a major conception and founding block for a
pedagogy that can be both theoretically complex and tested and devel-
oped through practice is very recent" (Katz and Henry 1988, 2).
Development theories, and the findings these are based on, are very
persuasive in drawing many people away from the traditional ways of
transmitting knowledge-e.g., "knowledge" neatly packaged in a text-
book, of targeting the areas of knowledge the student is to "cover." When
the idea of student development coalesced during the 1960s, the
movement toward reforming student teaching/learning gathered
momentum (Katz and Henry 1988, 2). The movement was based on
such findings about development and learning as Jean Piaget's 1920s
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studies on cognitive development. From this research, Piaget argued that
"if students are not yet at the level of formal operational thinking any
conventional attempts to present abstract theories to them may fall upon
puzzled minds" (Katz and Henry 1988, 4). Other studies are H. A.
Murray's (1938) explorations of personality, Lois Murphy (Murphy and
Ladd 1944), Ruth Munroe (1942), Theodore Newcomb (1943), Arthur
Chickering (1969), Douglas Heath (1968), Joseph Katz (and Associates
1968), Nevitt Sanford (1962), Jane Loevinger (1976), and William Perry
(1970).
Together these studies have "theoretical congruence." That is, they all
analyze distinctive stages or steps in developmental progression; where
these differ is on which aspect of student development they focus(Katz
and Henry 1988, 2). For example, concerned with interpersonal devel-
opment, Loevinger finds that the student's emotional capacities are sig-
nificant factors in any ability to learn, because both the disposition to
learn and what one learns depend heavily on one's emotional grasp-
objectivity and inventiveness can be hampered by emotional rigidities
or by naivete. Perry, like Piaget, focuses on cognitive development. With
Perry, the notion that a problem can be approached from more than
one perspective can be disconcerting to students-because reasoning
by scholars may drive them into or back to security-seeking dogmatic
stances: "I have a right to an opinion too!" Thus by the close of the
1960s, there existed a corpus of empirically based studies of personality
development during college, each describing different aspects of stu-
dent development.
STUDENT LITERACY IN AN ACADEMIC CULTURE
Increasingly educators agree upon the need to discard linear develop-
mental conceptions of learning (Colomb 1989, 413). In the sense that
education is "transformation," is the equally familiar one of an "out-
sider" trying to "get into" a community. For Greg Colomb, both an En-
glish professor at the University of Illinois and a nationally recognized
authority on critical thinking and discourse communities, for the out-
sider to get into a discourse community is to become literate in an aca-
demic community-a metaphor that pictures the movement of a learner
at first situated outside a bounded field who then enters and so "joins"
the community by acting like its members (this observation is, of course,
not unlike the one made in the 1940s by Kurt Lewin and Paul Grabbe
[1945]). The traditional "stair-step model" of learning leaves the stu-
dent a solitary sojourner, leaving little place for a teacher to stand. The
"discourse community model," however, puts us in the middle of the
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learning process, centering on the interaction of student (or, better, "ap-
prentice") and teacher (or, better, "mentor") with learning seen as a
product of the relationship. These relationships work best when teach-
ers recognize the importance of attending to students' learning styles.
"[L]iteracy...[in an academic culture] is shared knowledge and, there-
fore, necessarily collective" (Ward 1987, 7).
David A. Kolb claims that, because specific learning styles tend to cluster
around certain disciplines, variation exists in how one achieves literacy
in a specific academic culture (Kolb 1981, 233-34). That disciplines in-
cline toward different styles of learning, he says, comes from an array of
evidence. These vary according to their values and traditions, technolo-
gies and products, criteria for excellence and productivity, teaching
methods, research methods, and methods for recording and portraying
knowledge. "Disciplines even show sociocultural variation-differences
in faculty and student demographics, personality and aptitudes, as well
as differences in values and group norms," and, as Colomb argues be-
low, significant differences in the discourse of these same disciplines also
prevail. Thus for students, education in a discipline is a process of social-
ization in the norms of the field which govern the criteria for truth, and
how it is to be achieved, communicated, and used. Other norms govern
personal styles, attitudes, and social relationships. These selection and
socialization pressures combine, over time, "to produce an increasingly
impermeable and homogeneous disciplinary culture and correspond-
ingly specialized student orientations to learning."
Approaching these disciplines from a learning perspective shows prom-
ise of overcoming these difficulties. If we define learning not in a nar-
row psychological sense of modification of behavior but in the broader
sense of acquisition of knowledge-i.e., "how" knowledge is obtained-
the problem becomes easier. Every discipline, Kolb stresses, "has a prime
commitment to learning and inquiry and has developed a learning style
that is at least moderately effective." Viewing the acquisition of knowl-
edge in disciplines from a "learning perspective promises a dual reward":
(1) a more refined epistemology that defines the varieties of truth and
their interrelationships, and (2) a greater psychological understanding
of how individuals acquire knowledge in its different forms (Kolb 1981.
For accounts of differences of how disciplines know/achieve truth, see
chapters in Chickering 1981; Katz and Henry 1988; Eisner 1985).
How can learning style information be used to increase learning? Nancy
Dixon proposes that the learner be responsible for using the learning
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style information and that the instructor assume responsibility for creat-
ing an environment in which the resulting diversity can be accommo-
dated. Using this approach, the understanding and acceptance of learn-
ing style information by educators may serve as an impetus to move the
learning process from the present instructor-directed approach toward
a more learner-directed approach. Such a change, she notes, is in keep-
ing with current theory in cognitive psychology which views the learner
as active rather than as passive in learning.
Dixon offers five approaches to helping learners use their learning style
information: (1) helping individuals understand themselves as learners,
(2) encourage individuals to expand their learning styles, (3) using a
variety of instructional approaches, (4) creating an environment in which
diversity can thrive, and (5) creating a climate in which collaboration
exists (Dixon 1985. A similar proposal is made by: Bonham [1988] who
usefully distinguishes between "learning style" and "cognitive style." Stuart
[1992] discusses Laborde's [1983] notions of neurolinguistic program-
ming; and the "seven intelligences" are discovered in Gardner [1983]
and Kolb [1984]).
Many studies describe teaching and learning styles, but only a 1985 study
examines the impact of teaching style and of learning style on student
academic achievement. Conti and Welborn studied mature students-
health professionals returning to continuing education courses (Conti and
Welborn 1986). They found that teaching style significantly affects stu-
dent achievement; the pattern of student achievement in the study's re-
sults also supports the claim by Asa Knowles et al.: (1) that the teacher is
the most important variable influencing the learning climate, and (2) that
the collaborative mode is effective for teaching adults (Knowles 1970).
CULTURAL LITERACY
Before E. D. Hirsch presented the concept of "cultural literacy" as an
essential component of effective comprehension and retention of knowl-
edge by students, regardless of their age or motive for learning, Ameri-
can educators generally followed the model of learning developed by
John Dewey, where "too much faith in children's ability to learn general
skills from a few typical experiences and too hastily rejected 'the piling
up of information'." Regardless of the bulk of criticism leveled at Hirsch's
concept, "the evidence remains clear: skills cannot be learned apart from
knowledge" (Colomb 1989, 413 emphasis added). Others add that cogni-
tive development requires a substantial body of specific knowledge
(Lazere 1987). According to Colomb, cultural literacy "faces this fact
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more squarely than most educators are willing to do" (Colomb 1989,
413).
COMMUNITIES OF DISCOURSE
Inquiry is a social system, knowledge is socially constructed. To under-
stand the nature of inquiry in a particular discourse community, we must
look at its social dimensions, that is, the qualities of personal craftsman-
ship and community affiliation inherent in the work of a scholar (in our
investigation of the concept, the first scholar to discuss discourse com-
munities is Popkewitz 1977).
Discourse communities each maintain certain standards and norms.
Community members share assumptions about what are appropriate
"craft-quality" skills members should possess, as do practitioners in other
types of work which demand a combination of applicable skill and cre-
ative thought. The craft-quality of inquiry refers to the personal autonomy
and responsibility an individual member of a discourse community ex-
ercises in conducting research. Matters agreed upon among members
of discourse communities generally include the subject matter appro-
priate for investigation and explanation, and agree on how subject mat-
ter is examined, what constitutes "evidence" and "validity," and what
rhetorical conventions are followed. John Swales argues that at least six
defining characteristics exist that identify a group of individuals as a dis-
course community (Swales 1990, 21-32).
The craft nature of inquiry becomes clearer by distinguishing between
"knowing how" and "knowing that."
In ordinary life...as well as in the special business of teaching, we
are much more concerned with people's competencies than with
their cognitive repertoires, with the operations [knowing how]
than with the truths [knowing what] that they learn. Indeed even
when we are concerned with their intellectual excellences and
deficiencies, we are interested less in the stocks of truths that they
acquire and retain than in their capacities to find out truths for
themselves and their ability to organise and exploit them, when
discovered. (Ryle 1949, 28. Reprinted by Barnes and Noble in
1960, 28)
For example, we "know that" there was an American Civil War, in 1930
bread cost a nickel a loaf, and that survey instruments measure attitudes.
These are "facts" we "know." But practicing inquiry requires a different
kind of knowledge. One must "know how" to formulate a problem into
an answerable question, to choose correct instruments, to interpret the
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results, and so on. Technical skills and conceptual thoughts merge. This
knowledge cannot be completely described and is learned best in a set-
ting like a discourse community, where disciplinary values, traditions,
and skills are transmitted from one generation to the next by mentors to
apprentices (the following is adapted from Popkewitz 1977. The most
accessible source of the "tacit" nature of scholarship is Polanyi 1958).
Jay A. Ward, a composition theorist and writing instructor, claims that
"one reason why students frequently have difficulty meeting our expec-
tations as writers is that they have not yet learned the assumptions and
strategies characteristic of the [discourse] community which expresses
itself through academic or scholarly writing" (Ward 1985, 4).
The concept of "discourse community" has been appropriated by com-
position theorists in writing research. Composition theorists argue that
we must analyze and teach the conventions of academic discourse. The
writing-across-the-curriculum movement, when it is done well, seems to
have a chance of doing that (Swales 1990, 21-32).
DIFFERENT FORMATS OF COMMUNICATION
AMONG DISCLOSURE COMMUNITIES
Using empirical evidence that demonstrates Kolb's claim (discussed
above) about differences among disciplines, Colomb argues that aca-
demic disclosure changes from discipline to discipline, "at every level of
text structure, from syntax through global discourse structure." For ex-
ample, he states that in the "texts" we expect students to produce, the
dominant syntactical feature at the level of global discourse is that these
texts make points. But, to complicate things even further, discourse points,
often called theses or claims, are only a type of point, which is a broader,
more general feature. And either where or how points are made changes
from discipline to discipline, and what counts as a point worth may shift
from discipline to discipline (Colomb 1989, 2ff.).
The text of discourse communities incorporates different schemata. In
reading a scholarly text, readers in a discourse community comprehend
"conventionalized text types" by a familiarity with the different schemata
the text contains (for a more detailed account and extensive references,
see McInnis and Symes 1991). Schema theory concerns the way in which
various types of background knowledge affect our understanding and
recall. Schema relates to metaphor, mental map, advance organizers,
cognitive devices we use to recall or incorporate ideas.
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Two types of schemata are distinguished: (1) formal schemata, and
(2) content schemata. Formal schemata deal with a text's rhetorical struc-
ture. Formal schemata incorporate background knowledge of the for-
mal, rhetorical, organizational structures of different types of texts-
here readers are said to possess background knowledge about, or expec-
tations of, such factors in texts as genre, structure, audience, and pur-
pose. For example, in a discipline, say psychology, an "empirical" article
reports "new knowledge," a feature that can be detected by the article's
four distinct sections. Content schemata, on the other hand, deal with a
text's knowledge content. Content schemata incorporate such back-
ground knowledge of the content or subject matter of a text as special-
ized vocabulary or how the article is grounded in the existing literature
(the "review of literature") of a specific research field.
Cognitive skills depend on formal and content schemata specific to a
task at hand. Once we acquire the relevant knowledge, the skill follows.
Experts perform better than novices not because they have more rel-
evant and quickly available information. What distinguishes good read-
ers from poor ones is simply the possession of much diverse task-specific
information.
Why is a familiarity with schema theory important to librarians? This
question can be answered with another: How does the scholar demon-
strate that an article contains new knowledge? By showing in the intro-
duction, in the "review of research," the main studies in the field. Hav-
ing this background knowledge-whether scholar, librarian, or student-
the review of research in a recent empirical article on a specific topic
identifies the key articles in this narrow field.
THE ESSENTIAL ROLE OF READING SKILLS TODAY
What do we know about reading today? As cited by Paul Kameen, Elaine
P. Maimon, a pioneer in the writing-across-the-curriculum movement,
argues that a central concern of reading today is the importance of vo-
cabulary to meaning. Studies on processes involved in reading (and writ-
ing) to show how, with language, individuals make meaning out of text.
Readers bring schemata to bear upon what they are reading. To achieve
understanding, readers select the most appropriate schemata for mak-
ing sense of the incoming words. Reading, then, says Paul Kameen, a
composition theorist and writing instructor, "becomes as much an act of
production-rather than reproduction-as is writing; it becomes, in fact,
a manner of writing, just as, conversely, writing becomes a manner of
reading" (Kameen 1986, 183).
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Meaning tends to break down at the word level. Less proficient students,
who lack subject vocabulary, struggle to comprehend "word-by-word." If
appropriate schemata are not quickly available, and the reader is forced
to struggle to make sense of words at the time of reading, the limits of
short-term memory are quickly reached, with the process necessarily
painfully restarted over and over. Vocabulary is vital to the operation
(see also, Purves and Niles 1984).
THE TEACHING OF WRITING
During the decades of the 1970s and 1980s, a revolution occurred in the
teaching of writing (Hairston 1982, 851). First, the traditional linear
style was discarded-the idea, derived from classical rhetoric, was that
writers started at the beginning and progressed in a straight line to the
end. The linear style was replaced with a more flexible experimental
approach, one that incorporates ideas from what we know about learn-
ing styles, that each of us approaches writing tasks differently.
What are we finding out about how people write? Maxine Hairston has
put the matter as clearly and precisely as any commentator. Hairston,
both a composition theorist and writing instructor, says first that "writ-
ing is an act of discovery for both skilled and unskilled writers." In gen-
eral, whether experienced or novice, when they begin to write, writers
have only a partial notion of what to say or how to say it. Ideas develop in
the process of writing. Topics develop intuitively, not mechanically. A
second truth is that, rather than linear, moving smoothly in one direc-
tion from start to finish, writing is "messy, recursive, convoluted, and
uneven. Writers write, plan, revise, anticipate, and review throughout
the writing process, moving back and forth among the different opera-
tions involved in writing without an apparent plan." Experienced writ-
ers, she concludes, are not surprised at these findings, even though "they
contradict the traditional paradigm that has dominated writing textbooks
for years" (Hairston 1982, 851).
Some critics even argue that increasingly we will be seeing an integra-
tion of reading and writing, something hinted at by Paul Kameen (above).
As further evidence, in the same chapter, Kameen cites another state-
ment by Elaine P. Maimon:
(a) writing and reading are inseparable activities;
(b) writing and reading are central to learning in all
disciplines;
(c) writing and reading are essential modes of discovery
(Kameen 1986, 184).
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With this brief overview of schema theory, reading, and writing, we will
present evidence from research on both reading and writing which we
find fundamental to inquiry:
1. Readers contribute more information to interpreting a text than
the print on the page (Raimes 1983).
2. Writers incorporate more into a text than print on the page (Hirsch
1987).
3. Readers do not use all information provided by the text (Goodman
1967, 126-35).
4. " [I]ntellectual structures are built by a learner rather than taught by
a teacher (Papert 1980, 19).
1. Contribute more information to interpreting a text than the print on the page
when what people understand from the text occurs as they assign new evi-
dence to membership with an appropriate group of concepts already stored in
their memories. Cognitive psychologists argue that, to comprehend,
new ideas are attached to old ones (McInnis and Symes 1991, note 1,
235). Carol Schneider, vice president of the Association of Ameri-
can Colleges, points out, as teachers, more time needs to be spent
on assignments and less time on content; especially more needs to
be known about how students make meaning (Schneider 1987). In
particular, it is important to connect students' existing intellectual
frameworks to what is taught. Her example is that students' twenti-
eth-century religious views help in understanding medieval religion.
Drawing his evidence from a variety of sources, Colomb has done
a valuable service in articulating the reason why everyone in the acad-
emy who works with students should be aware of what is happening
in reading; his title, to use the vernacular, "puts the matter right up
front": "Cultural Literacy and the Theory of Meaning: Or, What Edu-
cational Theorists Need to Know About How We Read." When read-
ing, Colomb (1989, 418-19) argues, "meaning does not reside in
words, sentences, paragraphs, or even entire passages considered in
isolation." When we analyze, "connected discourse" is analyzed arti-
ficially "out of context"; the end product is "an incomplete under-
standing of the level's meaning."
Such skeletal representations must then be enriched and em-
bellished so as to conform with the understander's preexisting world
views and the operative purposes of understanding at a given time.
This process of knowledge-based, contextually influenced, and pur-
poseful enrichment in comprehending language is what is referred
to as "construction" (for supporting evidence, Colomb [1989, 445]
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cites several authorities including Dillon 1981; Hirsch 1987, 33-34;
and a fairly up-to-date review by Orasanu 1986). For Dillon: "The
meaning of the text is not on the page to be extracted by readers;
rather...the written marks on the page more resemble a musical score
than a code requiring deciphering." For E. D. Hirsch (1987): "The
new picture...brings to the fore the highly active mind of the reader,
who is now discovered to be not only a decoder of what is written
down....The explicit meanings of a piece of writing are the tip of an
iceberg of meaning: the larger part lies below the surface of a text
and is composed of the reader's own relevant knowledge."
2. Writers incorporate more into a text than print on the page. In a sense, this
principle mirrors the previous one. The elements writers incorpo-
rate into their text are almost too numerous to mention, but they
include internalized structures and levels of formality, shorthand
referents such as allusions and citations, vocabulary choice, and a
vast storehouse of background information. As Ann Berthoff (1981)
has persuasively argued: "It is in the context of writing where mean-
ing is made," a point that parallels Elaine Maimon's notion (men-
tioned earlier) about the importance of vocabulary to meaning. In
addition, as mentioned earlier, writers employ, consciously and un-
consciously, schema, rhetoric, and specific critical thinking skills.
Writers make certain assumptions about what readers know, or, put
another way, writers are aware of their audience.
3. Readers do not use all information provided by the text (Goodman 1967).
The cognitive psychologist, Kenneth Goodman, for example, de-
scribes reading as a "psycholinguistic guessing game" in which the
"reader reconstructs, as best he can, a message which has been en-
coded by a writer as a graphic display." He views this act of construc-
tion meaning as being "an ongoing, cyclical process of sampling from
the input text, predicting, testing and confirming or revising these
predictions" (Goodman 1967, 126).
4. Intellectual structures are built by a learner rather than taught by a teacher.
Students need the opportunity of engaging actively in the processes
of thinking that lead to the production of intellectual structures. They
need help in experiencing "intuitive" hunches, in establishing, ques-
tioning, sharing, and interpreting. Without building the intellectual
structures themselves, students...lump separate thinking processes
together, unaware of the important role played by each process in
the development of distinct intellectual configurations. (Katz and
Henry 1988, 32)
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ASSESSMENT IS HERE TO STAY
In the 1960s, students protested not just the impersonality of their edu-
cation but also the contents of education; not just the relevance of their
studies to their lives and to their society, but also the epistemological
assumptions undergirding the pursuit of knowledge. While the student
movements all but disbanded around 1970, the initiative to dislodge the
established curriculum and ways of teaching continued. For one, the
steep increase in both the numbers of colleges and students compelled
institutions to take a "salesman" approach, i.e., first attract and then re-
tain large numbers of students, a shift in orientation that came to view
students as customers and consumers.
This shift in orientation represents a new stage in the evolution of the
university, in effect a break in an intellectual tradition that has been
continuous since the founding of the European universities. For better
or worse, especially as it results in an exponential increase in students
and the concomitant increase in a bureaucratic apparatus needed to
process them, this shift "has led to a debasement of what is expected of
students and to diminished intellectual efforts by faculty and students
(Katz and Henry 1988, 4). Add to this observation of Robert M. Hutchins:
"In the 1960s, all over the world, the ideal of a university, cherished for
almost 1,000 years, appeared to be fading, to be replaced by the notion
of the university as a nationalized industry" (Hutchins 1968, 105). Clark
Kerr, former president of the University of California at Berkeley and a
leading observer on American higher education, probably articulated
this shift best when he published The Uses of the University (Kerr 1963). In
this book he coined the term "multiversity," a coinage that Kerr perhaps
later regretted.
Also with these developments in higher education came an outcry from
the general public (channeled through their state legislators) for more
"accountability" for (in crude terms) the appropriate use of their tax
dollars for the best education for their children. Legislatures were also
faced with spreading tax dollars to increasing numbers of needs, the
result being less dollars funding more agencies. The solution: assessment.
In higher education in the United States today, assessment is an impor-
tant concept. Symptomatic of declining government revenues, assessment
means reduced funding for higher education. To cope with reduced
budgets, institutions in higher education "tighten their belts." Institu-
tions work with reduced budgets but continue to declare high expecta-
tions of achievement in standards of undergraduate education.
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As part of assessment in U.S. universities, an expectation exists that we
now look at student outcomes. Some institutions, for example, measure
such student outcomes as skills in "writing" and "mathematics." Institu-
tions now have methods of "tracking" progress of students in achieving
skills in these two areas. One of these outcomes is that students have the
information-seeking skills needed for lifelong learning.
Peter E. Ewell, a senior associate at the National Center for Higher Edu-
cation Management Systems, Boulder, Colorado, declares that: "A new
note of insistence [on 'accountability' in higher education] is pervading
public rhetoric;...it will likely be the dominant theme of assessment policy
for the foreseeable future." The 1980's push toward state-mandated out-
comes assessment came when state legislatures, responding to sentiments
expressed by the voting public, began to insist that higher education is a
"strategic investment, enabling the state to build its economy and infra-
structure by developing manpower and attracting new industry. From
this perspective, accountability becomes less a question of equitable and
efficient operations than documenting a concrete return on investment"
(Ewell 1991, 14).
CONCLUSION
Thirty years ago, Patricia Knapp (1966, 4) complained of students' "ba-
sic misconception of the nature of inquiry." In the library, they look for
answers instead of evidence to be examined. Students' lack of skills in
inquiry comes from a lack of understanding of the nature of scholarly
discourse. A partial corrective for what students don't understand about
scholarship is the student teaching/learning reform movement of the
1960s. This movement comes out of the "theoretical congruence" of the
findings about development and learning by psychologists throughout
the twentieth century. Still incomplete, it ties teaching to learning, en-
ables students to adopt methods of thinking characteristic of scholars in
the field, and helps establish the social and emotional conditions stu-
dents need for intellectual development.
With this movement, the focus of student learning is shifting toward con-
cern for "how" students learn as well as "what" students learn. This shift
in how students learn emphasizes literacy in academic cultures, the "craft"
quality of scholarship, applying active or collaborative "learning" tech-
niques, concern for student "developmental" levels, and implementing
the concept of "discourse communities." Literacy in academic cultures
introduces students to concepts associated with scholarly discourse: that
inquiry is a social system; that knowledge is socially constructed; that
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members of discourse communities share assumptions about what are
appropriate skills members should possess.
To become literate in an academic culture means students begin to un-
derstand such features of discourse as the genres of text; what audience
does to a text; the anatomy of scholarly texts; how "authority" is achieved;
how "consensus" is achieved; and the distinctive characteristics of pri-
mary and secondary sources.
And education, as a form of learning, unlike "training," involves "trans-
formation." The difference between training and education is that train-
ing shapes a person's mind and body to perform certain tasks, but edu-
cation helps shape and transform attitudes and values. To a certain ex-
tent, in recognition of the transformational power of education, the con-
cept of lifelong learning has been articulated as a national goal.
Numerous critics, both inside and outside higher education, think a need
exists to discard linear developmental conceptions of learning. In its
place they see another concept of learning, that of learner as "outsider"
trying to "get into" a community.
For the outsider to get into a discourse community is to become literate
in an academic community, to become comfortable in a mentor/appren-
tice relationship. In collaborative learning, retention rates of both knowl-
edge and skills are high. These relationships work best when teachers
recognize the importance of attending to students' learning styles.
Specific learning styles tend to cluster around certain disciplines, and
variation exists in how one achieves literacy in a specific academic cul-
ture. Disciplines vary according to their values and traditions, technolo-
gies and products, criteria for excellence and productivity, teaching
methods, research methods, and methods for recording and portraying
knowledge. Learners should be responsible for using the learning style
information and the instructor responsible for creating an environment
in which different learning styles can be accommodated.
Skills cannot be learned apart from knowledge. Cultural literacy, in the
view of many, "faces this fact more squarely than most educators are
willing to do" (Colomb 1989, 413).
To a large degree dependent upon cultural literacy, an important skill-
perhaps the important skill-is reading. During the decades of the 1970s
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and 1980s, a revolution occurred in our understanding of how people
read. Since academic discourse changes from discipline to discipline,
we now recognize that the texts of discourse communities incorporate
both different schemata and different vocabularies. Central to reading
skills today is the importance of vocabulary to meaning. Readers bring
schemata to bear upon what they are reading. In reading a scholarly
text, readers in a discourse community comprehend rhetorical conven-
tions specific to that community through familiarity with the different
schemata the text contains. Schema theory concerns the way in which
various types of background knowledge affect understanding and recall.
Schema relates to metaphor, mental map, advance organizers, and cog-
nitive devices used to recall or incorporate ideas.
During the same decades, a revolution also occurred in the teaching of
writing. The traditional linear style of teaching writing was replaced with
a more flexible experimental approach, one that incorporates ideas from
what we know about learning styles.
Together these new approaches to teaching, to learning, to reading, and
to writing add up to a major revolution in our understanding of what is
an efficient method for education. Unfortunately, our expectations are
not matched by "results," and a public protest has called for "account-
ability in higher education." The instrument to enforce accountability is
called "assessment." With it, institutions now have methods of "tracking"
progress of students in achieving appropriate outcomes in higher
education.
Academic libraries have responded to the computer revolution by in-
corporating automation processes into their operations. Few question
the success libraries have had in these endeavors. But academic libraries
obviously need to respond to these other, perhaps more important, "revo-
lutions" that specifically identify the students' need for information-seek-
ing skills. Thus curriculum committees in our schools of librarianship
need to be concerned and anticipate these changes before we are left
behind.
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APPENDIX
Courses Proposed for a Revised Library School Curriculum
Learning Styles and Information Seeking
Grounded in cognitive psychology, "Learning Styles and Information-Seeking"
would address differences in learning styles: (1) general issues in learning styles;
(2) gender difference in learning styles; and (3) cultural differences in learn-
ing styles.
Ways of Thinking in the Discipline
Grounded in text analysis and critical thinking, the second proposed course
would address processes of understanding and explaining in the disciplines,
including principles incorporated in the three "Rs" of inquiry: (1) research,
(2) reading, and (3) writing. This course would make library school students
aware of: (1) Research Traditions in Discipline; (2) Disciplinary Approaches to
Discourse; (3) Different Formats of Communication.
Research Traditions in Disciplines
Science: Mathematics, Physics, Chemistry, Biology, Geology; (1) Conceptual,
Theory Driven; (2) Emphasizes Objectivity; (3) Cumulative; (4) Paradigmatic;
(5) Rigorous Methodology; (6) Resents Conflicting Explanations.
Social Sciences: Anthropology, Political Science, History, Sociology, Geogra-
phy, Psychology; (1) Conceptual, Theory Driven; (2) Attempts Cumulation;
(3) More Accommodating to Conflicting Explanations.
Humanities: Literature, Philosophy, Religion, Art, Music; (1) Conceptual,
Theory Driven; (2) Accommodates Conflicting Explanations; (3) Aggregative.
Disciplinary Approaches to Discourse;
a. Science: (1) socially constructed; (2) systematic; (3) quantitative.
b. Social Sciences: (1) socially constructed; (2) systematic; (3) quantitative.
c. Humanities: (1) socially constructed; (2) qualitative; (3) analytical.
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TOTALITARIANISM, THE SOVIET LIBRARIAN,
AND CRITICAL THINKING
Arkadii Sokolov
Totalitarianism is not yet completely overcome in our country. It still
remains in our consciousness. Its stamp can be seen in our collections,
on our bibliographic tools, in our reference services, and in the way our
library networks are organized. If we wish to free ourselves from this
inheritance of the past and become accustomed to critical thinking, we
must realize the terrible damage that totalitarianism has done to
librarianship in our country.
Totalitarian regimes need libraries because there can be no strong to-
talitarian power without the support of an extensive library system. It is
no accident that Lenin, the real founder of contemporary totalitarian-
ism, devoted so much attention to libraries. Lenin, Krupskaia, and
Lunacharskii contributed a great deal toward the building of a colossal
library system in Soviet Russia. Their work was continued by Stalin,
Khrushchev, and Brezhnev. During the 1930s, the period of the Stalin
dictatorship, there was a tremendous growth of libraries of all types.
Until recently, people representing our country gave presentations at
international gatherings and unfailingly evoked an enthusiastic response
whenever they announced:
We have 326,000 libraries, more than anywhere else in the world;
We have at our disposal the largest library collections-over 5 and 6
billion volumes;
We have the largest army of librarians, almost a half million men and
women;
The Lenin Library is the largest in the world;
Soviet librarianship is the most advanced in the world;
The USSR is a great library power.
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Soviet totalitarianism was, in fact, a golden age for libraries. To be sure,
librarians were paid very poorly, and many libraries were impoverished
and small. Nevertheless, Soviet libraries were guaranteed government
support. The great Communist Party always took care of them well. Why?
Totalitarianism pursued an ambitious goal: to change human nature, to
create a new Soviet person-homo sovieticus. There were two ways to
achieve this goal. The first was through terror, repression, the police,
the KGB; the second was through propaganda. Libraries, books, the arts,
the cinema, and the means of mass communication all became parts of
an ideological machine. The people who worked in these areas were
transformed into fighters on the ideological front and functioned out of
various party organizations.
Innocent Soviet librarians participated in horrendous acts of bibliocide-
the destruction of books. Thousands of books were removed from li-
braries, imprisoned in spetskhrans (closed collections), burned, maimed,
and mutilated. Librarians and the KGB became partners.
The psychology of the average librarian was deformed. Recent party
materials seemed more important to him or her than the classics of the
last century. Prerevolutionary and foreign publications, moreover, pre-
sented a personal danger to librarians, and they made strenuous efforts,
therefore, to avoid them.
Soviet readers were deprived of the right to know the true history of
their own country, of their own true Russian literature and culture. The
very foundations of national identity were destroyed by the totalitarian
system. This is a terrible crime committed by the totalitarian regime in
our country and, whether we like it or not, Soviet librarians participated
in it. Of course, this occurred without full realization of what was hap-
pening and under duress, but a fact remains a fact.
Now, a few words about critical thinking. The library profession can be
divided into three parts. The first-agents of totalitarianism. This is the
Party nomenklatura (establishment) that was appointed to libraries in
order to run them according to Party decisions and the principle of
partiinost (commitment to Party ideology above all else). They were not
professionally competent, but they wielded real power in libraries. They
were surrounded by scholars and teachers in the library schools who
played the role of ideologists of totalitarian library science, otherwise
known as socialist library science. If we would compare the nomenklatura
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administrators to Chengis-Khan, then the ideologists of socialist library
science constituted the learned council of Chengis-Khan. It is obvious
that the agents of totalitarianism not only had no need for critical think-
ing, rather they were clearly afraid of it.
The second group consisted of freedom-loving intellectuals. There were
not many in this group, but it existed then and it exists now. Critical
thinking is the natural way of thinking for this group.
The third group is comprised of the remaining library personnel. Until
recently, critical thinking was completely foreign to this part of the li-
brary profession. The majority of library employees felt safe and secure
and were not inclined to be critical. Now the situation has changed. The
ordinary librarian has begun to think, and think seriously, about library
problems and his or her own future.
That is precisely why the theme of this seminar is so compelling and
important. I would like to thank our American colleagues for the idea
behind this seminar and I hope that our fruitful contacts will continue.

TOTALITARIAN REALITY AND THE INTELLECTUAL AND
SPIRITUAL POTENTIAL OF SOCETY
CERTAIN CONTRADICTIONS OF RUSSIAN LIBRARY HISTORY
Boris Volodin
The appearance of the first work on totalitarianism, Totalitarianism, the
Soviet Librarian, and Critical Thinking, a strikingly interesting presenta-
tion made by Arkadii Sokolov, is important and timely. The theme has
long needed elucidation but most likely the time for it has come only
now after a certain historical distance, after perestroika and the imple-
mentation of real changes in the system of librarianship of the former
USSR and after the fall of the Berlin Wall. This latter event had a special
meaning for librarianship because it was followed by rapid changes in
the European states of the former socialist camp. Naturally, we wanted
to demarcate the period of building socialist librarianship and make a quick
break with the totalitarian past. It was also completely natural, above all,
to strive toward an evaluation of this past in a simple and negative way,
straightforwardly and without allusions. The natural result of this striv-
ing has been a tendency toward journalistic writing, emotionality, and
absolutism in rendering judgments. After these initial emotional displays,
however, what is needed is a different look at the past, one that is calm
and composed; consequently, one should strive to analyze what has oc-
curred by taking into consideration the diverse aspects of the past and
avoiding black and white analyses of it. When that takes place, the sug-
gested division of Soviet librarians into three categories-agents of to-
talitarianism, freedom-loving intellectuals, and rank and file librarians
oblivious to their mission in society--may appear somewhat oversimpli-
fied and leaving out a whole series of other characteristics related to the
history of Soviet librarianship not mentioned in the first work on this
theme.
This new attempt to deal with the theme should not, however, be inter-
preted as a polemic with the author of the initial work. The topic ad-
dressed by Totalitarianism, the Soviet Librarian, and Critical Thinking has
not been exhausted. One would have to write not one article but per-
haps an entire monograph in order to shed light on this issue. Any at-
tempt to deal with it in a more modest genre means, from the start, an
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inadequate treatment of the topic. In other words, the issue here is a
desire to fill in the picture presented to us in Sokolov's paper. Moreover,
clearly this new attempt to deal with the topic will also be flawed and
may only outline new ways of interpreting it.
The conditions created by a totalitarian state doom librarians to carry
out their professional obligations within completely defined given bound-
aries. Totalitarianism is, above all, a force exerted by the state. The Rus-
sian philosopher A. Akhiezer believes totalitarianism, as the most ex-
treme form of authoritarianism, is, by its very nature, aimed at overcom-
ing dissidence in a society that has embarked on the path of moderniza-
tion. In this situation, unity in society is achieved through coercion on
the part of a powerful state apparatus. An important consideration in
this context is that "the Stalinist period produced, perhaps, the most
advanced totalitarian system in the history of mankind" (Akhiezer 1991,
391). It is also extremely important to consider what kind of role was
given in a totalitarian society and, in this situation in particular, to an
ideology that might be described as "a pseudoculture developed through
the participation of professionals and ideologists and defended by the
state" (Akhiezer 1991, 106).
What this means is that, under the conditions of a totalitarian state, the
library inevitably finds itself affected by the force of the state and also
subjected to ideology and the fulfillment of the tasks that affirm and
expand the influence of that ideology. On the other hand, the presence
of a pseudoculture imposed on society by force does not signify the ab-
sence of a genuine culture and its continuous development. This also
applies to librarianship on the whole, including library science.
By the end of the 1920s, official librarianship in the former USSR proved
to be completely subject to ideological tasks. This meant that any spe-
cialist involved with library theory was obligated to take certain require-
ments into consideration. However, under these conditions, some spe-
cialists were occupied with the imposition, affirmation, and spread of
ideology, while others tried, within the rules of the game, to focus as
much as possible on other things-on professional concerns and those
issues that, to a greater or lesser degree, did not depend on the circum-
stances of the times; they tried as forcefully as possible, and within the
realm of their opportunities, to reduce the isolation of Soviet libraries
from the world beyond the iron curtain. That is why interesting ideas
and original works appeared within the framework of the science offi-
cially known later on as socialist library science. An intellectual and
spiritual potential accumulated outside the obvious bounds of official
library science and was perceptible in a real way whenever, for a short
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time, circumstances in the former USSR changed and the pressure of
ideology eased. And at such moments there was hope that the isolation
could be overcome. Thus, in the middle of the 1940s, Anna Kravchenko,
one of our most talented library scientists, prepared a multivolume work
on the history and current status of librarianship in various countries of
the world that, unfortunately, was not published. 1
Liubov' Khavkina made one of her best presentations-a classic of Rus-
sian library science-in 1944 at the very end of the Second World War.
For the first time after almost fifteen years of firm totalitarian control
over the life of our country, she openly evaluated the significance of the
international library community for the USSR. As a theoretician, she
demonstrated how to study this experience. As a practitioner, she dis-
closed its potential for use in the working environment of Soviet libraries.2
A genuine height was reached in the development of Russian library
science during the first years of the so-called Khrushchev Thaw in 1956.
Brilliant original works appeared whose authors interpreted the prob-
lems of librarianship in our country within the context of world library
experience. They revealed themselves as specialists familiar with that
experience and striving to adopt it. At the same time, in arriving at their
original solutions, they took into consideration the specific conditions
in their own country. Among this group, several names stand out: Iurii
Grigor'ev, Boris Kanevskii, Iraida Kirpicheva, Tat'iana Stupnikova, and
Georgii Firsov.
Given the realities of library history, it is extremely difficult to divide
library employees into the bad and the good, into freedom-loving intel-
lectuals and the agents of totalitarianism. Those who did not want to
participate in a library science subject to extreme ideological pressure
took up other issues. In Soviet learning, after all, there were areas that,
to a large degree, were free of the influence of communist ideology,
namely, the study of the book and, above all, its history and the study of
issues related to bibliography.3
It is no accident that later on, in the USSR, and only in the USSR, cer-
tain fields such as bibliology (booklore) and the science of bibliography
(bibliographovedenie), were developed independently of library science.
These fields differed from others not just by the nature and focus of
their studies, but also because within them one could be more indepen-
dent or, in any case, more distanced from the powerful force of ideology
and its restrictions. Later, informatics (information science) also became
such a field.
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Library science found itself in a particularly complex situation during
the entire course of its development under totalitarianism. That is why
many authors can be criticized. Thus, the scholar Anna Kravchenko was
also the author of articles written in the early 1950s that unmasked
librarianship in the bourgeois world. Thus, alongside the works she wrote
that were unique in their originality were also publications in which she
wrote what was officially demanded (Kravchenko 1950). In the formal
sense, Anna Kravchenko cannot be considered a freedom-loving intel-
lectual. But it is impossible to label such a person an agent of totalitari-
anism. Thus, limiting ourselves to this single example, in trying to make
value judgments about library science in the USSR, both as a whole and
in the case of the individual specialists who were engaged in developing
library theory during the years of totalitarianism, it is extremely impor-
tant to proceed with caution. Namely, one must take into consideration
the truly positive contributions of Soviet library science and its individual
specialists to the development of culture in our country, their efforts to
overcome its isolation from the rest of the world, and what they achieved
in bringing that world closer to us. These contributions took place in
the USSR despite the oppressiveness of ideology. In certain cases, one
might even say these contributions came about as a result of the pres-
sure, since interesting studies originated in counteraction to ideology
or in the refusal to accept it. All of this also applies to librarian practitio-
ners among whom there were many innovators and brilliant individuals.
This too calls for extensive study.
Finally, the most critical attitude toward the experience of Soviet librar-
ies during the period of totalitarianism should not lose sight of the fact
that certain practical aspects of it proved interesting to foreign colleagues
even during those years. Specialists in other countries were influenced
by a series of steps (taken here) that they incorporated into their own
original projects. I will give one example from a study published in 1991.
In it, Viviane Ezratty, the director of a library for children in Paris
(Bibliotheque de l'heure joyeuse), provides the background for the
movement to create children's libraries in France. She offers facts that
show how, at the beginning of the 1950s and under the influence of
experiences in Poland and the USSR in organizing children's libraries,
municipal children's homes (maisons d'enfants) were set up in the sub-
urbs of Paris with reading rooms (Ezratty 1991, 115).
Even the situation with the Party nomenklatura (establishment) is not
simple or black and white. A portion of the leadership of libraries that
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earlier was part of the nomenklatura system has changed. In many cases,
new people have entered the field of librarianship. At the same time,
the situation itself with regard to librarianship and culture has proved,
on the whole, to be even further from the ideal than anyone expected.
The allocation of funds for the development of libraries has also de-
clined as has practical forms of aid from the government. The situation
in Russia, moreover, has turned out to be especially complex. I find it
impossible to explain the reasons for this in just a few words, but one
reason must be mentioned. In contrast to most of the countries of East-
ern Europe, the influence of totalitarianism in Russia has been more
significant because Russia experienced it for several generations more.
Although leaderships have changed, the same mentality has remained.
Unless this mentality changes, unless real change takes place in the con-
sciousness of people in management roles on a variety of levels, deep
and truly democratic transformations will not be possible in librarianship.
The last point I would like to emphasize is that the Russian experience
with librarianship in the twentieth century has been complicated and
contradictory. It has been a bitter and tragic experience. But one must
interpret and analyze this experience as an integral part of the world
history of librarianship, proceeding from the assumption that "Russia,
having fallen into this abyss, has also made humanity aware of new dan-
gers. That which appears to be related to the specific conditions of one
country, an individual occurrence in the history of humanity, may at the
same time turn out to be an important step in explaining and under-
standing human history as a whole. . ." (Akhiezer 1991, 391). In analyz-
ing the history of librarianship in Russia and the contradictions of this
history, one must take into consideration that the totalitarian reality and
society's intellectual and spiritual potential are two different phenom-
ena. An examination of the problem of how these phenomena interact
calls for an approach that considers the problem in all its diverse aspects.
NOTES
1 The most important aspects of the research undertaken by A. G. Kravchenko are evi-
dent in the following work, which is stored in the manuscript department of the Rus-
sian National Library in St. Petersburg: Kravchenko, A. G. 1948. Bibliotechnaia rabota v
kapitalisticheskikh stranakh. (Frantsiia, Germaniia, Shveitsariia, SSHA, Angliia): opyt
istoricheskogo issledovaniia. Vvedenie. The remaining volumes of this work are also
stored there.
2 The lecture by L. B. Khavkina was delivered in 1944 and was titled "Urgent Tasks in the
Study of Foreign Experience in Librarianship and the Prerequisities for that Study."
The original copy is housed in the Manuscript Department of the Russian State Library
[formerly the Lenin Library] in Moscow.
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3 The origins of this complex phenomenon were clearly defined by G. V. Mikheeva in
1992 in her monograph titled Istoriia Russkoi Bibliografii 1917-1921. Tekushchaia Bazisnaia
Bibliografiia Neperiodicheskikh Izdanii. St. Petersburg. Specifically, she wrote: "For many
humanists, the impossibility of active participation in academic work and their failure
to accept the new ideology became the impetus for moving into bibliography, includ-
ing bibliographical registration, which at that time was still an island free of politics
and ideology and an area in which it was still possible to make a real contribution
without directly cooperating with the new regime" (p. 257).
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